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Abstract 
Trust is widely recognised as one of the key qualities that a successful leader needs to 
bring about change within their organization. Trust in school leadership plays a pivotal role 
in the development of school climate and improvement in student outcomes. However, little 
research has been undertaken to identify specific actions of a transformational school leader 
that enables him/her to develop purposeful relationships of trust with his/her staff. Even less 
research has examined the relationship between the Head of a school and the Chair of the 
governing body, particularly within the context of independent education. 
The study aimed to add to the current research into practices that a leader can display 
which effectively inspire, build, and maintain trust. The theoretical framework of 
transformational leadership underpinned the study design.  
The study was undertaken in two phases. Phase One was the identification of four cases 
to be studied; that is, four highly trusted transformational leaders from the Australian 
independent schooling sector.  The cases were transformational leaders from schools with a 
staff greater than 120, an open employment policy, and who were highly trusted.  
Phase Two was a multicase study of the four school leaders. Data about the practices of 
highly trusted transformational leaders were gathered by listening to 106 staff, Heads and 
Chairs; interviewed either individually or in focus groups. Data were also gathered by 
observing each Head’s daily interactions with staff.  
In answering the question: what leadership practices contribute to the creation and 
maintenance of trust between a transformational school leader and their staff and Chair of 
the governing body, it is asserted that trust is more closely linked to the practices of the 
Head rather than the context of the organization or the leader’s [Head’s] personal attributes. 
As well, 10 key trust building practices in the Head-staff dyad were identified. These 
included: admit mistakes, offer trust to staff members, actively listen, provide affirmation, 
make informed/consultative decisions, be visible around the school, remain calm and level-
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headed, mentor and coach staff, care for staff members, and keep confidences. Within the 
Head-Chair dyad three key practices were identified: develop a relationship, be open and 
transparent, and meet regularly. 
The study revealed an inextricable link between trust and transformational leadership 
(r=.92), and asserts the existence of an additional transformational leadership factor that 
extends the framework proposed by Podsakoff Mackenzie, Moorman, and Fetter (1990); that 
is, transformational leaders make informed and consultative decisions. 
The findings provide a convincing argument that a lack of trust would inhibit 
transformational change in a school. They inform Heads who wish to develop and 
strengthen trust between themselves and their staff and their Chair of the governing body. 
Practical use could include the development of a reflection or appraisal tool for current and 
aspiring school leaders.  
The study is one of the few that has explored the trust relationship between a Head and 
their Chair of the governing body. This relationship was found to be vital in influencing the 
success of improvement plans developed by governing bodies. 
Based on the findings of this study it is recommended that further research to strengthen 
the link between decision making practices, trust and transformational leadership style 
should be undertaken. 
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Politicians operate in a political economy where the currency is the vote; 
 
The corporate sector operates in a commercial economy where the currency is the dollar; 
 
Heads of Schools operate in the people economy where the currency is trust.  
vi 
 
Contents 
Abstract ..................................................................................................................... ii 
Key words .............................................................................................................. iii 
Contents ................................................................................................................... vi 
Acknowledgements .................................................................................................... xi 
List of Figures........................................................................................................... xii 
List of Tables ............................................................................................................ xii 
Definition of Terms .................................................................................................. xiv 
Preface ................................................................................................................... xvi 
Chapter 1 - Trust: The essential ingredient of culture ....................................................... 1 
Independent education: A background to the context for the current study .................... 3 
Transformational leadership: An overview of the theoretical framework .......................... 5 
Purpose of the study .................................................................................................10 
Significance of the study ...........................................................................................10 
Overview of the thesis ...............................................................................................12 
Chapter 2 - The trust construct in school leadership ........................................................13 
What is trust? ...........................................................................................................15 
Why is trust important? .............................................................................................16 
Leadership style and trust .........................................................................................23 
Actions that inspire trust ...........................................................................................30 
Head-staff dyad.....................................................................................................30 
Head-Chair dyad ...................................................................................................39 
Implications for the current study...............................................................................39 
Summary .................................................................................................................43 
Chapter 3 - Exploring trust in transformational leadership: Methodology ...........................44 
A Multicase study ......................................................................................................45 
Phase one: Identification of the four cases to be studied ..............................................47 
Phase two: A multicase case study of four highly trusted leaders ..................................56 
Data Sources ........................................................................................................57 
Cross-case analysis ................................................................................................65 
Validity and reliability ................................................................................................66 
Ethical considerations ................................................................................................68 
vii 
 
Interview ..............................................................................................................69 
Observation ..........................................................................................................70 
Summary .................................................................................................................71 
Chapter 4 - Phase One data analysis ..............................................................................72 
Data Analysis ...........................................................................................................74 
Criteria 1: Transformational leadership ....................................................................74 
Criteria 4: Trust .....................................................................................................77 
Selection of cases .....................................................................................................83 
Summary .................................................................................................................85 
Chapter 5 – Case 1: School 9 ........................................................................................87 
School 9: The context ...............................................................................................87 
The Head and the Chair .........................................................................................88 
The visit ...................................................................................................................90 
Staff/Head relationship ..............................................................................................92 
Identifying and Articulating a Vision ........................................................................94 
Providing an Appropriate Model ..............................................................................94 
Fostering an acceptance of group goals ...................................................................97 
High Performance Expectations ............................................................................ 100 
Providing individualised support ............................................................................ 101 
Intellectual stimulation ......................................................................................... 108 
Other ................................................................................................................. 108 
Head/Chair relationship ........................................................................................... 110 
Summary of findings ............................................................................................... 114 
Chapter 6 – Case 2: School 27 .................................................................................... 117 
School 27: The context ........................................................................................... 117 
The Head and the Chair ....................................................................................... 118 
The visit ................................................................................................................. 120 
Staff/Head relationship ............................................................................................ 122 
Identifying and Articulating a Vision ...................................................................... 122 
Providing an Appropriate Model ............................................................................ 124 
Fostering an acceptance of group goals ................................................................. 128 
High Performance Expectations ............................................................................ 130 
viii 
 
Providing individualised support ............................................................................ 132 
Intellectual stimulation ......................................................................................... 140 
Other ................................................................................................................. 140 
Head/Chair relationship ........................................................................................... 141 
Summary of findings ............................................................................................... 147 
Chapter 7 – Case 3: School 6 ...................................................................................... 150 
School 6: The context ............................................................................................. 150 
The Head and the Chair ....................................................................................... 151 
The visit ................................................................................................................. 155 
Staff/Head relationship ............................................................................................ 156 
Identifying and Articulating a Vision ...................................................................... 158 
Providing an Appropriate Model ............................................................................ 158 
Fostering an acceptance of group goals ................................................................. 165 
High Performance Expectations ............................................................................ 167 
Providing individualised support ............................................................................ 167 
Intellectual stimulation ......................................................................................... 176 
Other ................................................................................................................. 176 
Head/Chair relationship ........................................................................................... 178 
Summary of findings ............................................................................................... 184 
Chapter 8 – Case 4: School 10 .................................................................................... 187 
School 10: The context ........................................................................................... 187 
The Head and the Chair ....................................................................................... 188 
The visit ................................................................................................................. 190 
Staff/Head relationship ............................................................................................ 191 
Identifying and Articulating a Vision ...................................................................... 192 
Providing an Appropriate Model ............................................................................ 194 
Fostering an acceptance of group goals ................................................................. 197 
High Performance Expectations ............................................................................ 197 
Providing individualised support ............................................................................ 197 
Intellectual stimulation ......................................................................................... 205 
Other ................................................................................................................. 205 
Head/Chair relationship ........................................................................................... 207 
ix 
 
Summary of findings ............................................................................................... 210 
Chapter 9 – A cross-case analysis ................................................................................ 213 
Assertion 1: Trust is more closely linked to the practices of the Head rather than the 
context of the organization or the leader’s [Head’s] personal attributes ....................... 214 
Four different schools (contexts) ........................................................................... 214 
Four different Heads ............................................................................................ 218 
Assertion 2: Multiple practices were employed by the leader to engender the trust of their 
staff ...................................................................................................................... 223 
Assertion 3: There were 10 practices most commonly evident in the head-staff dyad ... 226 
Practices common among all four cases ................................................................ 228 
Practices common among three cases ................................................................... 232 
Cross-referencing the 10 practices against existing trust frameworks ....................... 237 
Assertion 4: Trust and transformational leadership were inextricably linked ................. 242 
Assertion 5: An additional transformational leadership behaviour was identified not 
previously articulated in either the Bass or Podsakoff models: Transformational leaders 
make informed and consultative decisions ................................................................ 244 
Assertion 6: There were three key practices most commonly evident in the Head-Chair 
dyad ...................................................................................................................... 246 
1. Develop a relationship ................................................................................... 249 
2. Be open and transparent ............................................................................... 250 
3. Meet regularly .............................................................................................. 251 
Summary ............................................................................................................... 252 
Chapter 10 – Implications, limitations and further research ............................................ 254 
Implications for practice .......................................................................................... 255 
Implications for theory ............................................................................................ 258 
Limitations ............................................................................................................. 259 
Recommendations for further research ..................................................................... 260 
Concluding comments ............................................................................................. 263 
Appendix 1: Transformation leadership measurement tool (TLM) ................................... 265 
Appendix 2: Organizational trust inventory (OTI) scale .................................................. 267 
Appendix 3: School profile survey ................................................................................ 268 
Appendix 4: Sample interview structure and questions .................................................. 269 
x 
 
Interview proforma with the Head ........................................................................ 270 
Interview proforma with the Chair ........................................................................ 270 
Appendix 5: Data for all schools participating in phase one ............................................ 271 
Appendix 6: Confirmation survey data.......................................................................... 272 
Case 1 ................................................................................................................ 272 
Case 2 ................................................................................................................ 273 
Case 3 ................................................................................................................ 273 
Case 4 ................................................................................................................ 274 
References ................................................................................................................ 275 
 
 
  
xi 
 
Acknowledgements 
I would like to acknowledge and thank Mrs Heather Walker, Chair of the St Paul's School 
Council. Heather allowed me to spend time away from my school to undertake this research 
and graciously offered her time to edit multiple drafts of this thesis. 
I would like to thank Professor Stephen Ritchie and Associate Professor Lisa Ehrich for 
their encouragement and feedback, from the formulation of my ideas through to the 
completion of the project. I have appreciated their robust and honest critiquing of my work 
at every stage. 
I am indebted, and also in awe, of the four Heads who volunteered to be part of the 
research and allowed me to spend time in their schools. It took great courage to give me 
free access to their staff to listen to stories about their leadership. If I become half the Head 
they are then all the work has been worth it. 
Finally, I would like to acknowledge my wife who has offered continual encouragement 
and support, not only during the completion of this thesis but also over the course of my 
career. Without her I would not be able to perform the role of Headmaster nor commit the 
additional time needed to study and further my learning. 
  
xii 
 
 
List of Figures 
Figure 2.1 The trust construct in school leadership ..........................................................14 
Figure 2.2 Sergiovanni (2005) vision first approach to strategy development verses trust first 
approach to strategy development ................................................................................18 
Figure 2.3 The cycle in which trust may be progressively distributed and embedded (Day, 
2009, p. 728)...............................................................................................................34 
Figure 3.1 Research design: A two phase process ...........................................................47 
Figure 3.2 Selection process for the four cases to be studied ...........................................56 
Figure 4.1 Level of trust in the Head compared with tenure .............................................81 
Figure 4.2 Trust in the organization compared to tenure .................................................82 
Figure 4.3 Structure for each case study report ..............................................................86 
 
 
List of Tables 
Table 1-1 Three transformational leadership frameworks .................................................. 9 
Table 2-1 Studies completed identifying actions that inspire trust .....................................38 
Table 3-1 Interview structure for each case ....................................................................60 
Table 4-1 Level of confidence of survey results for the 19 schools ....................................74 
Table 4-2 Allocation of the 23 items to each transformational leadership factor .................75 
Table 4-3 Method of calculation for each of the six transformational leadership factors ......75 
Table 4-4 Overall transformational leadership score for each school .................................76 
Table 4-5 Trust in the leader indicator ………………………………………………………………………..78                                                                                           
Table 4-6 Trust in the organization indicator...................................................................78 
Table 4-7 Final data for the cases selected to be part of the multicase study .....................84 
xiii 
 
Table 5-1 School 9 background information ....................................................................89 
Table 5-2 Summary of interviews held at School 9 ..........................................................90 
Table 5-3 Case 1: Identified practices for School 9 ..........................................................93 
Table 6-1 School 27 background information ................................................................ 120 
Table 6-2 Summary of interviews held at School 27 ...................................................... 121 
Table 6-3 Case 2: Identified practices for School 27 ...................................................... 123 
Table 7-1 School 6 background information .................................................................. 154 
Table 7-2 Summary of interviews held at School 6 ........................................................ 156 
Table 7-3 Case 3: Identified practices for School 6 ........................................................ 157 
Table 8-1 School 10 background information ................................................................ 189 
Table 8-2 Summary of interviews held at School 10 ...................................................... 191 
Table 8-3 Identified behaviours and actions for School 10 ............................................. 193 
Table 9-1 Four different schools (contexts) .................................................................. 218 
Table 9-2 Four different Heads .................................................................................... 222 
Table 9-3 Confirmation survey results for Case 4, School 10 .......................................... 225 
Table 9-4 Summary of practices identified in each case ................................................. 227 
Table 9-5 Cross-referencing of the 10 key practices against existing trust frameworks ..... 238 
Table 9-6 Trust practices in the Head-Chair dyad .......................................................... 248 
 
xiv 
 
Definition of Terms 
 
Chair:  the title given to the person who holds the highest office of an organized 
group, in this context, the Board or Council. The Chair presides over the 
meetings of the Council and conducts its business in an orderly fashion.   
 
Council (also Board):  a human resource committee with just one employee—the executive 
director or Head, in the case of a school (Light, 2001). 
 
Head (also principal, headmaster, headmistress): The term used to describe the officer 
employed by the governing body to manage the day-to-day operation of 
the school and to enact the strategic direction set by that body. Typically, 
a governing body of an independent school has only one employee, the 
Head.  
 
Independent School:  Australia has two providers of public education, government and 
non-government. In 2010 there were 3,510,875 students in 9,468 schools 
(ABS, 2011). The non-government sector is made up of Catholic and 
independent providers. There are 1017 independent schools in Australia 
representing 14.1% of the total Australian school enrolment (ISCA, 2011). 
 
Leadership style: A term first coined by Lewin, Lippit and White in 1939 referring to a 
range of leadership constructs including, but not limited to: transactional, 
collaborative, consultative, autocratic, servant leadership, instructional and 
transformational. 
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Practice (also behaviour, action): repeated performance of, or systematic exercise of a 
skill, action or behaviour that is related to (in the case of this study) 
trusted transformational school leadership. 
 
Strategic plan: a plan of action to achieve a specific goal or vision for an organization. 
 
Transformational Leadership:  Defined in terms of articulating a compelling vision for 
followers (Bass, 1985). It energizes people by providing them with an 
exciting vision for the future rather than providing them with rewards and 
punishments (Bartram & Casimir, 2007). 
 
Trust: a willingness to depend on another party as well as an expectation that the 
other party will reciprocate if one cooperates (Mayer et al., 1995). 
 
Vision  a view of the future of the organization, usually viewed as three to five 
years from the present. A vision is not about extending the present out in 
time, but a long term response to the organization’s stakeholders, a view 
of creating innovative and viable ways to meet the changing needs of the 
marketplace (Morris, 1987). 
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Preface 
I used to live in Australia’s capital city, Canberra. During my time there I was the 
Principal of an Anglican School. One Christmas holidays we travelled back to Canberra for a 
few days to visit friends. My son had organised to stay the night with one of his friends who 
lived in a small country town just outside Canberra. 
We arrived at his friend’s house a few minutes ahead of time. We assumed that they 
were home because the garage door was wide open. The garage was filled with tools, bikes 
and the usual bits and pieces you would normally find stored there. We walked up to the 
front door; it too was wide open. To our surprise, after knocking and calling out, no one was 
home! We were indeed too early. As we prepared to leave my son’s friend pulled up in the 
car, very apologetic. They had been in the city collecting a few things. They looked 
somewhat surprised when we said that we thought they were home as the doors were all 
open. “Don’t you leave everything open?” they quizzed, somewhat puzzled themselves at 
our comment.  
While we might believe that we ourselves are trustworthy, as a community we place little 
trust in others, particularly compared to the days when we did leave our doors unlocked and 
the keys in the car. A survey conducted by British sociologist David Halpern revealed that 
only 34% of Americans believe that other people can be trusted. In Latin America the 
number was only 23%. Halpern's research also revealed trust in Great Britain has declined 
from 60% of the population to 29% over a forty year period (Covey, 2006).  Loss of trust 
has certainly been a key theme in discourse on leadership in recent times, especially in 
respect to political leaders (Caldwell, 2008). Fukuyama (1995) contends that “widespread 
distrust in society… imposes a kind of tax on all forms of economic activity; a tax that high 
trust societies do not have to pay” (pp. 28-29). What has caused this loss of trust might only 
be surmised; perhaps it is the result of years of broken promises by our leaders and heads 
of state, the rising impact of the media or the growth of inequality in our societies. 
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Unless you are totally unscrupulous, most people like to think that they are trustworthy 
individuals. I believe that I am a trustworthy Head of school, but I wondered why it was that 
some of my staff trusted me while others did not?  As Covey (2006) suggests, what we do 
has far greater impact than anything we say; so what actions and behaviours can a Head of 
a school practise to demonstrate trustworthiness? Can we build trust? How can it be best 
maintained?  
The genesis of my study came from a desire to be the very best leader that I can be. 
Many years ago, I came to the realisation that as Head of a school, I am a leader. I am not 
the expert, the authority figure, the statesman, the keeper of knowledge, but the leader. As 
a leader I have a profound and powerful influence on the culture of the school in which I 
work. I can make it a place which inspires people to be the very best they can be or I can 
make it a place that people loath coming each day. The best way that I can create a school 
that students deserve is to focus all my energies on building trust. I have seen what 
happens in a school where trust has dissipated and I have seen what can happen when 
trust is abundant. Through my years of watching and learning from others, years of 
personal experiences where I have made mistakes and broken relationships, it is my 
conviction that my role as Head is to inspire, build and sustain trust. West-Burnham (2010) 
states that “of all the personal qualities for a leader, trust is probably the most important. It 
is probably difficult to envisage any aspect of leadership work that is not profoundly 
dependent on trust: indeed it could be argued that it would be impossible for leaders to 
work without trust” (p. 1). No vision, no strategy, no change reform or restructure will be 
achieved without trust. No amount of coercion, persuasion, or force will ever achieve the 
results needed. Trust is the ingredient needed to take an organization—in the words of 
Collins (2001)—from good to great.  
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Chapter 1 - Trust: The essential 
ingredient of culture 
School improvement agendas, particularly with the Australian Labor Government’s1 
Education Revolution Policy, suggest that education is on the cusp of major reform.  Key 
commentator Ken Kay, President of Partnership for 21st Century Skills, supports this notion. 
He states, “the moment is at hand for a 21st century model for education that will better 
prepare students for the demands of citizenship, college, and careers in this millennium” 
(Bellanca & Brandt, 2010, p. xiii,). The educational needs of a young person today are vastly 
different from those of students just 20 years ago, and yet education persists with practices 
and structures that date back to the time of the Industrial Revolution. Transformational 
leadership is needed to bring about change. To bring about those changes successfully, to 
achieve strategic vision and to positively impact student outcomes, it is argued in this thesis 
that trust is the essential ingredient for transformational school leadership. 
In low trust systems, often driven by short-term targets, most teachers will find 
themselves somewhere on the continuum of creative accountancy that sacrifices depth of 
learning for the appearance of instant results. With the pressures from governments 
imposing a barrage of standardised tests, the results of which are used to create league 
tables, schools may be forced to resort to teaching to the test, coaching for the test, 
ensuring that the low-performing students are absent on the day, and transferring out those 
who will spoil the scores (Hargreaves, 2009). At the time of writing this thesis, the debate of 
teacher performance pay linked to standardised testing such as NAPLAN (National 
                                            
 
1 in government at the time of writing, (2007- ) 
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Assessment Program, Literacy and Numeracy) was raging. Ferrari (2011) reported in The 
Australian on a paper presented to a meeting of education ministers:  
Incentives would be created to focus unduly on the basic skills assessed in NAPLAN 
to the exclusion of other areas of the curriculum and could lead to reduced 
participation rates in the assessments… teaching is a collegial process and it is the 
cumulative effect of collaborative effort, skill and commitment of teachers working 
together that shapes a student’s educational outcomes, not the input of a single 
teacher. (p. 3) 
A low trust culture can lead to deceptive behaviours and not a real improvement in 
standards or in teaching. Without trust issues are seldom discussed and never resolved 
(Lovell & Wiles, 1983). Without trust a school cannot improve and grow into the rich, 
nurturing micro-society needed by children and adults alike (Sergiovanni, 2005). Trust has 
consequences for a range of activities in the school including the way that teachers 
cooperate and work together, but trust is particularly important when the leader aims to 
take the staff somewhere unknown, to bring about change (Blase & Blase, 2001).  
The purpose of this opening chapter is to introduce the context in which the phenomenon 
of trust will be examined; that context is the Australian independent education sector. The 
chapter then presents transformational leadership as the theoretical framework which 
underpins the research before moving on to outline the purpose and significance of the 
study and the central research question. Chapter 2 examines the definitions of trust and 
expands on the argument introduced above, illustrating the influence trust has on school 
improvement agendas, leadership and student performance. Understanding the importance 
of trust in school leadership, Chapter 2 then identifies the current gap in the research, a gap 
that this study aimed to fill. 
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Independent education: A background to the context for the current study 
Australia has two providers of public education, government and non-government. In 
2010 there were a total of 3,510,875 students in 9,468 schools (ABS, 2011). The non-
government sector is made up of Catholic and independent providers. There are 1017 
independent schools in Australia representing 14.1% of the total Australian school 
enrolment (ISCA, 2011). Many of these schools operate under the Carver Model of 
Governance, that is, the strategic direction of the school, development of policy, 
accountability and monitoring and supervision is provided through a Board or Council 
(Carver, 2002). This model of governance can be found in many other not-for-profit 
organizations. Membership of such boards varies from school to school but is typically 
between eight and 14, independently appointed or elected members who volunteer their 
time. Many independent schools are affiliated or owned by a parent organization, such as a 
church (e.g., the Anglican Church or the Uniting Church), and consequently the Council is 
accountable to a higher authority through an ordinance or constitution. The primary role of 
the Council of an independent school is to appoint and work through the Chief Executive 
Officer (CEO), or Head of the school (Carver, 2002).  
 An independent school is a not-for-profit business. The schools participating in the study 
had an annual recurrent turnover of between $25 and $35million. The role of a Head of an 
independent school is not dissimilar to the CEO of a large corporation, accountable to their 
governing body for the day-to-day running of the school including: human resource 
management (both teaching and non-teaching staff), financial management (including 
payroll, superannuation, funding, loans and fees), asset development, governance 
management, public relations, crisis management, risk and compliance, philanthropy, 
student management, and directions in curriculum and pedagogy. Heads in independent 
schools are primarily responsible for the implementation of the vision and strategic plan set 
by the governing body. Vision is a view of the future of the organization, usually viewed as 
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three to five years from the present. A vision is not about extending the present out in time, 
but a long term response to the organization’s stakeholders, a view of creating innovative 
and viable ways to meet the changing needs of the marketplace (Morris, 1987). A vision is 
not only symbolic of what can become, but should also be inspiring and practical. For 
example, the Commonwealth Bank’s vision is to be the leading provider of total capital 
solutions in the market (Saines, 2010); Telstra’s2 vision is, “to improve the way people live 
and work” (Telstra, 2012). Examples of a school’s vision include: leading in educational 
thinking and practice, to be a national leader in boys’ education, to be the pre-eminent 
school of North Queensland, and by 2015, our school will be an inclusive school that 
provides greater depth, breadth and rigour in all its programs and a commitment to broad 
community responsibility. Vision provides a future direction, an overall framework for the 
organization’s mission and goals and, an energizing force for employee participation and 
commitment (Morris, 1987). A strategic plan is the detail for achieving that vision.  
Independent school Heads are usually employed under a fixed-term contract, often five 
years in length. Their tenure and contract renewal is dependent on their ability to deliver 
key performance outcomes linked to the vision and strategy set by their governing body. 
They work closely with the Chair of the governing body, preparing regular reports and 
updates on the progress of the plan. Therefore, the relationship between the Head and 
his/her Chair of the governing body is pivotal not only for the purposes of school 
improvement but also for their employment security. So it is vital that a Head fosters a 
positive relationship between themselves and their Chair. Trust in this dyad was explored by 
this study, in addition to trust in the Head-staff dyad. 
 
                                            
 
2 Telstra is Australia’s primary communications company 
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Transformational leadership: An overview of the theoretical framework  
 Leadership is most often defined as the process of influencing people—by providing 
purpose, direction, and motivation—while operating to accomplish the mission and 
improving the organization (Blanchard & Hodges, 2005). The term leadership style, first 
coined by Lewin, Lippit and White in 1939, refers to a range of different leadership 
constructs including, but not limited to: transactional, collaborative, consultative, autocratic, 
servant leadership, instructional leadership and transformational. As a result of the 
governance structures found in independent schools, and subsequent contractual 
requirements to deliver key strategic performance targets, the transformational leadership 
style is one that underpins the role of those Heads and forms the theoretical framework for 
this study.  
While the context for this study is the Australian independent sector, it is noteworthy that 
transformational leadership dominated the preferred model of school leadership in the 
United Kingdom during the early 2000s (Gunter, 2001). In his study of transformational 
leadership behaviours in 19 Victorian schools Gurr (2002) concluded that transformational 
leadership has much to offer education, creating a useful platform for understanding the 
complex phenomenon of educational leadership. It is anticipated therefore, that the findings 
of this study will have much broader implications. 
 Transformational leadership can be defined in terms of articulating a compelling vision for 
followers (Bass, 1985). It energizes people by providing them with an exciting vision for the 
future rather than providing them with rewards and punishments (Bartram & Casimir, 2007). 
It occurs when leaders and followers are united in their pursuit of higher-level goals which 
are common to both (Sergiovanni, 2005). Burns (1978) states, "such leadership occurs when 
one or more persons engage with others in such a way that leaders and followers raise one 
another to higher levels of motivation and morality" (p. 20). Transformational leadership 
involves intellectually stimulating followers, encouraging them to learn new ways of doing 
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their work (Bass, 1985) and ultimately improving their performance (Bartram & Casimir, 
2007).  
 Bass (1985) describes four components, or attributes and behaviours that have been 
isolated by numerous survey research analyses that describe transformational leadership 
from the perspective of a leader’s colleagues: 
1. Charisma or idealized influence - The transformational leader is a role model for their 
followers. They are admired and respected and trusted. They are confident, 
determined, persistent, highly competent and willing to take risks; 
2. Inspirational motivation – The transformational leader inspires followers by providing 
meaning, optimism, enthusiasm and high expectations; 
3. Intellectually stimulating – Transformational leaders question assumptions, reframe 
problems and encourage creative thinking and innovation; 
4. Individually considerate – Transformational leaders pay attention to each follower’s 
needs, ensuring each person feels valued, and serve as a coach or mentor. 
These four components have formed the basis of the most prominent transformational 
leadership measurement tool on the commercial market, the Multifactor Leadership 
Questionnaire (MLQ) developed by Bass and Avolio (1995). Although their theory, and the 
MLQ, has predominantly been used in studies of non-school settings, it has been 
increasingly influential in the understanding of educational leadership (Gurr, 2002). 
Podsakoff, Mackenzie, Moorman and Fetter (1990) also offer a transformational 
leadership framework. After an extensive review of the literature and completion of their 
own research, they expanded Bass’s original four component framework to offer six 
transformational leadership behaviours or factors: 
1. Identifying and articulating a vision - Behaviour aimed at identifying new 
opportunities for the organization, and developing, articulating and inspiring others 
with his or her vision of the future; 
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2. Providing an appropriate model - Behaviour that sets an example for employees to 
follow that is consistent with the values the leader espouses; 
3. Fostering an acceptance of group goals - Behaviour aimed at promoting cooperation 
amongst staff and getting them to work together toward a common goal; 
4. High performance expectations - “Behaviour that demonstrates the leader’s 
expectations for excellence, quality, and or high performance on the part of 
followers” (p. 112); 
5. Providing individualised support - “Behaviour… that indicates that he/she respects 
followers and is concerned about their personal feelings and needs” (p. 112); 
6. Intellectual stimulation - “Behaviour… that challenges followers to re-examine some 
of their assumptions about their work and rethink how it can be performed” (p. 112).  
Bass’s (1985) four components and Podsakoff et al’s. (1990) six factor framework imply 
that a strong relationship needs to occur among all participants, a relationship that needs to 
be built around trust to be truly effective (Jung & Avolio, 2000; Kotter, 1996; Tschannen-
Moran, 2004). This implication is supported by Taylor (2000), who states that the creation 
and facilitation of an environment of trust between the transformational leader and their 
staff is necessary for leadership-driven learning to occur. Staff members need to trust the 
leader in order to feel positively about them and to exert the extra effort to perform and 
achieve the vision (Bartram & Casimir, 2007). Followers need to trust their leader because of 
the uncertainty inherent in changing the status quo. While trust is important for the 
achievement of vision, Dirks and Ferrin (2002) report that transformational leadership is a 
strong predictor of trust (see also Chapter 2) “however, empirical work on the relationship 
between specific transformational leadership behaviours and trust in the leader shows mixed 
and inconsistent findings” (Gillespie & Mann, 2004, p. 590).  
Leithwood, Leonard and Sharratt (1998) carried out work to bridge the work of Bass into 
the context of the educational environment. Leithwood et al. described eight dimensions of 
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transformational school leadership including: building school vision, providing an appropriate 
role model, providing intellectual stimulation, offering individualised support, conveying high 
performance expectations, fostering an acceptance of group goals, creating a productive 
school culture, and developing structures to foster participation in school decisions 
(Leithwood et al., 1998). Table 1.1 illustrates the development of the transformational 
leadership construct from Bass through to Leithwood. The correlation between Leithwood et 
al. and Podsakoff et al. is palpable; the first six of Leithwood’s dimensions are consistent. 
The difference is Leithwood’s addition of two extra dimensions; builds a productive school 
culture, and helps structure the school to enhance participation in decisions. 
While Leithwood et al. have bridged the work of Bass into the educational context to 
create the “most specified model of transformational school leadership, one that has been 
the object of several dozen empirical studies” (Leithwood, 2005, p. 10) it was not selected 
to underpin the current study for two reasons. Firstly, they do not offer a diagnostic tool to 
measure transformational leadership; Podsakoff et al. have—the Transformational 
Leadership Measurement tool (TLM). Chapter 3 will present this tool as a means for 
selecting the cases to be studied in this research. Secondly, Leithwood’s model is not 
exclusively descriptive of the transformational leadership style. His model does not assume 
that the Head alone provides the leadership to create the conditions or dimensions 
described, but the Head shares leadership with teachers; that is, it incorporates the 
construct of distributed leadership (Hallinger, 2003; Stewart, 2006). Distributed Leadership 
is a process of shared governance where all staff have the right to be involved in the 
decision making processes which most affect their lives (Fusarelli, 1999), engaging people in 
the leadership activity of the organization (Harris, 2004). It can be argued that role of Head 
of an independent school is more closely aligned with the Head, or CEO of an organization in 
the corporate world; that is, the context that underpins Podsakoff et al’s. transformational  
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Table 1-1 Three transformational leadership frameworks
Bass (1985) 
Charisma or idealized influence --providing a role 
model who is admired and respected and trusted. 
They are confident, determined, persistent, highly 
competent and willing to take risks.  
Inspirational motivation – The transformational 
leader inspires followers by providing meaning, 
optimism, enthusiasm and high expectations. 
Intellectually stimulating – Transformational leaders 
question assumptions, reframe problems and 
encourage creative thinking and innovation. 
Individually considerate – Transformational leaders 
pay attention to each follower’s needs, ensuring each 
person feels valued, and serve as a coach or mentor. 
Podsakoff et al. (1990) 
Identifying and articulating a vision - Behaviour 
aimed at identifying new opportunities for the 
organization, and developing, articulating and 
inspiring others with his or her vision of the future; 
Providing an appropriate model - Behaviour that sets 
an example for employees to follow that is consistent 
with the values the leader espouses; 
Intellectual stimulation -  challenges followers to re-
examine some of their assumptions about their work 
and rethink how it can be performed” (p. 112).  
High performance expectations - "demonstrates the 
leader’s expectations for excellence, quality, and or 
high performance on the part of followers” (p. 112); 
Providing individualised support - “Behaviour… that 
indicates that he/she respects followers and is 
concerned about their personal feelings and needs” 
(p. 112); 
Fostering an acceptance of group goals - promoting 
cooperation amongst staff and getting them to work 
together toward a common goal; 
Leithwood et al. (1998) 
Identifies and articulates a vision - leadership 
practices aimed at identifying new opportunites, 
inspiring others with a vision for the future 
Provides appropriate role models - "practices that set 
an example for staff to follow that are consistent with 
the values espoused by those exercising leadership" 
(p. 264); 
Intellectual stimuation - practices that challenage 
staff to re-examine assumptions about their work and 
to rethink how it can be performed;  
Provides individualised support - practices that 
demonstrate respect for staff members and concern 
about their personal feelings and needs; 
Conveys high performance expectations - "practices 
that convey expectations of excellence, quality and/or 
high performance on the part of the staff" (p. 264); 
Fostering an acceptance of group goals - practices 
aimed at promoting cooperation, assisting staff to 
work together towards a common goal; 
Builds a productive school culture - encourage 
collaboration and assist in creating a shared set of 
values, and norms focused on continuous 
improvement for students; 
Helps structure the school to enhance participation 
in decisions - practices that create opportunities for 
all stakeholders to participate in school decision 
making. 
10 
 
framework. For these two reasons the Podsakoff transformational leadership framework was 
chosen to underpin this study. 
There were two additional reasons for selecting the Podsakoff transformational 
framework. While the Bass and Avolio is the most widely transformational leadership model 
and assessment tool used, it does not exclusively measure transformational behaviours 
(Bass & Avolio, 1999); the Podsakoff et al. model does measure just transformational 
behaviours. The Podsakoff TLM, as further articulated in Chapter 3, has been tested and 
proven in research settings and is freely available, while the MLQ comes with an 
administration cost. 
Purpose of the study 
This study examined the development and maintenance of trust by transformational 
leaders in the context of Australian independent schools. Using a multiple case study 
analysis of four leaders of large independent schools, where trust action has to go beyond 
the personal relationship (see Chapter 3), it was anticipated that key leadership practices 
that inspire a staff and Chair of the governing body to trust the Head could be identified. 
The findings provide a convincing argument that a lack of trust would inhibit 
transformational change in a school. They inform Heads who wish to develop and 
strengthen trust between themselves and their staff and their Chair of the governing body. 
While the case studies presented herein (Chapters 5 to 8) examine trust within the context 
of independent education, it is anticipated that the application of the findings will be able to 
be more broadly applied. 
 
Significance of the study 
The current study adds to the research into practices that a leader can display which 
effectively inspire, build, and maintain trust in schools. Several studies have identified broad 
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leadership behaviours either through a literature review or research (see Chapter 2). 
Examples are: benevolence, honesty, openness, reliability and competence (Hoy & 
Tschannen-Moran, 1999); collegial leadership (Hoy, Smith & Sweetland, 2002); wisdom, 
educational ideals and care (Day, 2009); and servant leadership (Sendjava & Pekerti, 2010). 
In the last few years studies have begun to emerge looking more specifically at the actions 
and behaviours that inspire trust. However, as argued in Chapter 2, those studies are 
limited, having had their focus on the construct of instructional leadership in the context of 
small, elementary schools (Kagy, 2010). 
No identified study has sought to examine the practices used by a transformational 
school leader within the context of independent education. This study aimed to fill this gap 
in the research. By asking the question: 
What leadership practices contribute to the creation and maintenance of 
trust between a transformational school leader and his/her staff and Chair 
of the governing body?  
the study aimed to reveal specific practices for leaders that will assist them in bringing about 
transformational change in their organization. This question is particularly salient in the 
emerging Australian political context where public policy is moving towards the 
establishment of independent public schools where principals will have greater autonomy, 
not unlike their independent sector counterparts. In addition, the Australian Institute for 
Teaching and School Leadership (AITSL) recently released the National Professional 
Standard for Principals (July 2011). The third of five standards, “Leading improvement, 
innovation and change” infers transformational leadership by stating that effective Australian 
school principals lead innovation and change to ensure that a school’s vision and strategic 
plan is put into action. With a move to greater autonomy for public school Heads, and a 
requirement of all Australian school Heads to lead change, it is anticipated that the findings 
of this study will have broader implications than just for the independent sector. 
12 
 
 
Overview of the thesis 
This chapter has introduced the context and theoretical framework for the current study. 
Chapter 2 reviews the construct of trust in school leadership, examining the definitions of 
trust and its influence on student performance. It reviews the literature related to the 
influence of leadership styles on trust and the research undertaken to examine the actions 
that influence the establishment and maintenance of trust in the context of school 
education. 
Chapter 3 outlines the methodology for the current study, consisting of a two phase 
research design. Phase One is the selection process for the four cases to be studied. Phase 
Two is a multicase study of those four cases.  
Chapter 4 is an analysis of the data collected during Phase One. From the analysis the 
four cases are identified. Chapters 5 through to 8 present each of the four cases.  
Chapter 9 is a cross-case analysis of the four cases where binding concepts, themes and 
functional relationships that link the cases together are explored and shed light on the most 
prominent practices that engender trust between a Head and their staff, and a Head and 
their Chair of the governing body.  
Chapter 10 is a discussion of the implications of the findings, the limitations of the project 
and suggestions for further research into the phenomenon of trust. 
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Chapter 2 - The trust construct in 
school leadership 
No one wants to follow a person they do not trust. Trust is widely recognized as one of 
the key qualities that a successful leader needs to bring about change within their 
organization (Covey, 2006). Trust plays a pivotal role in effective school leadership (Blase & 
Blase, 2001; Sergiovanni, 2005; Tschannen-Moran, 2004). In the words of Hargreaves 
(2006): "Trust is a resource. It creates and consolidates energy, commitment and 
relationships. When trust is broken, people lessen their commitment and withdraw from 
relationships and entropy abounds" (pp. 213-214). The Chief Executive Officer (CEO) of an 
organization is pivotal to establish and evolve the culture of the organization. Culture is a set 
of changing social practices or societal norms—what is accepted as practice (Peterson & 
Deal, 1998). What organizational heads often fail to appreciate is how profoundly the 
organizational climate (or culture) can influence outcomes (Goleman, 2000). Organizational 
climate in turn, is influenced by leadership style; the way leaders motivate direct reports, 
gather and use information, make decisions, manage change initiatives, and handle crises. 
Leadership styles account for 70% of organizational climate, which in turn leads to a 30% 
impact on organizational performance (Goleman, 2000). Organizational culture is affected by 
trust.  Trust can be fostered or diminished by the behaviour of the leader (Tschannen-
Moran, 2004). 
The significance of effective leadership enabling school improvement plans to be 
implemented is widely recognised, not in the least by the Australian Government.  From the 
early 2000s the Commonwealth Government has injected substantial amounts of money into 
the establishment of the Australian Institute for Teaching and School Leadership (AITSL) 
which offers courses such as Leading Australia’s Schools, a national leadership development 
program for school principals. While programmes such as Leading Australia’s Schools have 
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relevance, the importance and role of trust in school leadership and professional 
development programs has not been as actively promoted. 
This chapter reviews the construct of trust in school leadership. It examines the 
definitions of trust and its positive influence on organizational (student) performance. It then 
reviews the literature related to the influence of leadership styles on trust and the research 
undertaken to examine the actions that influence the establishment and maintenance of 
trust in the context of school education before introducing the current study (Figure 2.1). In 
doing so, the chapter highlights the emergence of studies undertaken into trust in the 
context of education. Most of that research has been undertaken in the context of 
elementary schools in the United States where the predominant leadership style is 
instructional leadership. No study was identified that used the construct of transformational 
leadership in the context of Australian independent education, asking the people who offer 
their trust to the Head, the staff. In addition, studies into the relationship between the Head 
and his/her Chair of governing body are only in their genesis. This is highlighted by the work 
of Kakabadse, Kakabadse and Knyght (2010). 
 
Figure 2.1 The trust construct in school leadership 
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What is trust? 
The topic of trust is both intriguing and elusive. The idea of trust is hard to define but we 
certainly know when it is missing. Baier (1986) noted “we notice trust as we notice air, only 
when it becomes scarce or polluted” (p. 234). Sometimes distrust and its patterns of 
vendetta and vengeance constitute a form of emotional violence (Flores & Solomon, 1997). 
Betrayal and distrust are particularly insidious behaviours because the mission and 
objectives of the organization can be easily undermined (Geist & Hoy, 2004).  When trust is 
low, most people perceive danger and go into a self-protective mode; “they personalise 
everything and assess risks in dealing with everyone, tending to cast themselves as the 
intended recipients of other people’s harmful actions” (Reina & Reina, 2006, p. 25).  
Acknowledging the difficulties defining trust, Hall (2009) interviewed 600 people about 
what the word meant. Ninety per cent found this task difficult, yet the top five responses 
included: honesty, genuineness, integrity, selflessness and consistency. In contrast, the 
respondents were asked for words that described the person that they trusted the least. The 
top five words used included: dishonesty, selfishness, scheming, incongruence and 
backstabbing. From the responses collected Hall defined trust as "the ability to rely on a 
person, company, product or service to deliver an outcome” (p. 11).  
A person’s understanding of the notion of trust will depend on the lens of their life 
experience; the way that they view the world because of their past experiences (Caldwell & 
Hayes, 2007; Rousseau, 1995). This notion was supported by Atkinson and Butcher (2003) 
when they claimed that it is virtually impossible to have a universal definition of trust since it 
is a socially constructed phenomenon. For example, McGregor (1967) defined trust as the 
knowledge that one person will not take unfair advantage of another person, deliberately or 
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consciously, while Schmuck & Runkel (1994) defined trust as a quality that "is built very 
slowly and in small increments, is established more by deeds than words, and is sustained 
by openness in interpersonal relationships" (p. 127).  
While there are numerous definitions of trust, the current study used Mayer et al’s. 
(1995) definition; that is, trust is a willingness to depend on another party as well as an 
expectation that the other party will reciprocate if one cooperates. This broad definition sits 
well with the theoretical framework of transformational leadership where the style, as Burns 
(1978) described, is when people cooperate with each other in such a way “that leaders and 
followers raise one another to higher levels of motivation and morality" (p. 20). 
 
Why is trust important? 
 Bennis and Nanus (1985) consider trust to be the lubricant that makes it possible for 
organizations to work. When trust is low or missing in schools, staff may be evasive, 
dishonest, and inconsiderate in their communications. When teachers or students feel 
unsafe, energy that could be devoted to teaching and learning is diverted to self-protection 
(Johnson & Johnson, 1987). In the absence of trust people are increasingly unwilling to take 
risks and demand greater protections to defend their interests (Tyler & Kramer, 1996); 
issues are seldom discussed and never resolved; a school cannot improve and grow into the 
rich, nurturing micro-society needed by children and adults alike; and people are likely to 
say only those things they expect others want to hear (Lovell & Wiles, 1983). Conversely, 
the reward of a trusting school environment is immeasurable (Blase & Blase, 2001).  A low-
trust culture invariably can be the result of, or results in, a withdrawal of the leader to a 
traditional hierarchical and authoritarian form of control and leadership (Duignan, 2006). 
This in turn can become an endless cycle of distrust, broken only by the removal of the 
leader. 
17 
 
 Educational researchers have identified the importance and value of trust within schools 
and school leadership. Trust is a critical ingredient of the social context of schools because: 
it is essential to leadership (Sergiovanni, 1992; Sergionanni, 2005), it improves cooperation 
(Putnam, 1993; Tschannen-Moran, 2001), it enhances openness and health in a school 
climate (Hoffman, 1994; Hoy et al., 1992), and perhaps most importantly, it facilitates 
student achievement (Bryk & Schneider, 2002; Goddard et al., 2001; Hoy, 2002). These are 
now discussed. 
Sergiovanni (2005) espouses the importance and value of trust in school leadership, 
particularly in relation to school improvement agendas. He states that school leaders should 
be trustworthy. Without trust leaders lose credibility (Reina & Reina, 2006). This loss poses 
difficulty to leaders as they seek to call people to respond to their responsibilities. The 
painful alternative is to be punitive, seeking to control people through manipulation or 
coercion. The building of trust is an organizational quality. Once trust exists it becomes the 
norm that sets the standard for how teachers behave toward each other and their students. 
Once part of the culture of the school, trust works “to liberate people to be their best, to 
give others their best, and to take risks: All of these behaviours help schools to become 
better places for students” (Sergiovanni, 2005, p. 90). Sergiovanni states that trust is so 
important in a school that it is vital to firstly build trust before anything else, even before a 
leader develops a vision. To build trust after setting a vision and developing strategy is 
nowhere near as effective. This is particularly relevant advice for transformational leaders. 
Sergiovanni contrasts the traditional “vision first” approach to strategy development with the 
“trust first” approach in Figure 2.2. The responsibility of the creation of a vision to bring 
about school improvement rests on the shoulders of effective school leaders (Leithwood & 
Riehl, 2003; Mahoney, 1990). When staff members view their leader as trustworthy the 
vision, when well communicated, becomes collective and inspires and creates commitment 
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on behalf of the school members to take the necessary risks and innovative steps required 
to realise that vision (Ghamrawi, 2011). 
Hargreaves (2006 & 2009) has supported Sergiovanni’s assertions, suggesting that to 
embrace new and exciting ways of operating, schools need to develop and maintain 
professional cultures of trust, cooperation and responsibility. He identified trust as one of 
three key human resources in educational change; the other two were confidence and 
emotion. There is a level of predictability for people when others react and behave in a 
trusting way; assumptions of acting in good faith abound. Hargreaves concluded that trust 
improves schools, increases achievement, and boosts energy and morale. 
 
Figure 2.2 Sergiovanni (2005) vision first approach to strategy development verses trust first 
approach to strategy development 
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Trust not only plays an important role in taking schools forward toward strategic 
improvement, but also in the development, and capacity building of teachers. This 
importance has been highlighted by a number of researchers. Blase and Blase (2001) 
investigated the construct of shared governance—the development of cooperative 
relationships in order to reach collaboratively agreed goals—in a group of effective principals 
in the United States. Their study focused specifically on understanding the characteristics of 
shared governance principles that directly and indirectly impacted on teachers’ sense of 
empowerment. They collected data directly from teachers, asking them to express 
themselves freely in order to identify empowering characteristics of their principals and 
exactly how those characteristics affected them in their work. While Blase and Blase did not 
set about to examine trust, one of the key conclusions they drew was that in a shared-
governance context, a key challenge of the principal was to build a trusting environment. 
They suggested that principals can do this by: encouraging openness, facilitating effective 
communication, and modelling understanding. Their data indicated that principals built trust 
by working to create school cultures free of intimidation, fear, coercion and criticism. They 
claimed that the effect of a high-trust environment is likely to manifest in motivated, 
satisfied and confident teachers. Due to an atmosphere of trust, teachers are more likely to 
work harder, be optimistic and feel a sense of professionalism.  
Like Blase and Blase, other researchers such as Young and King (2002) and Crosner 
(2009) have identified the importance of trust in the Head-staff dyad. Cronser carried out a 
qualitative research project exploring the cultivation of collegial trust as the central capacity-
building work of 11 high school principals. The 11 principals in the project were nominated 
by key informants for their expertise with the development of school capacity. The project 
began with the focus of capacity-building between teachers but in the very early stages of 
the research it uncovered the importance of trust as a key resource in the process. During 
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the initial interview stage, 10 of the 11 principals identified trust as a key resource, which 
consequently changed Crosner's initial focus. Evidence for Cronser’s research was gathered 
through interviews with each of the Heads, and through an examination of school data such 
as school improvement plans. His work focused on what principals do to increase trust 
between staff members rather than between staff and the principal. He found key strategies 
that principals employed to build an environment of trust among staff members included 
increased interaction time within departments and improvement of the staff member’s 
conflict management skills. Crosner found that principals regarded trust as a critical resource 
for their capacity and ability to lead continued school development and improvement plans.  
Perhaps the most significant work into trust in the educational context and its subsequent 
impact on student outcomes was been carried out by Bryk and Schneider (2002) in the 
United States. Bryk and Schneider spent over three years in the early 1990s studying the 
impact of the Chicago School Reform Act in 12 different elementary schools. The Reform Act 
was launched in 1988 to transform the operation of public schools, which the then Secretary 
of Education had categorized as the “worst in America”. The Act sought to bring about more 
direct involvement of local professionals with parents and community members in the 
improvement of neighbourhood schools. Bryk and Schneider conducted in-depth interviews 
with principals, teachers, parents and community leaders about school governance. As they 
pondered the results of their initial study they became increasingly convinced that the 
quality of social relationships was playing a vital role in school improvement agendas. To 
test their hypothesis they piloted a set of survey items on respect, trust and caring in 
different role relationships (teachers with principals, teachers with parents, and teachers 
with other teachers). Based on the psychometric studies of the measures, they were able to 
refine further the trust measures for a follow-up survey. They found that the relative 
ordering of item difficulties remained stable over time with the teacher-principal trust 
measures correlating at .62, giving them confidence that the measures captured the same 
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phenomenon. The data captured with their survey tool were then compared with results 
from the annual standardized test administered by the Chicago Public Schools, the Iowa 
Tests of Basic Skills (ITBS), which virtually all students in grades 3 through 8 and most 
students in grades 1 and 2 took.  
Analysis of the data from Bryk and Schneider’s study revealed a vital element in those 
social relationships as being relational trust. They discovered that schools that reported 
strong positive relational trust levels were three times more likely to be categorised as 
improving in reading and mathematics than those with very weak reports. By 1997, schools 
with strong positive trust reports had a one-in-two chance of being in the improving group. 
Of these schools, virtually all teachers reported a strong, positive relationship with their 
principal. They typically described their principal as an effective manager who supported 
their professional development, had concern for their welfare and placed the needs of the 
students first.  In contrast, the likelihood of schools with very weak trust reports to improve 
was only one in seven. The most telling data showed that schools “with weak trust reports 
both in 1994 and 1997 had virtually no chance of showing improvement in either reading or 
mathematics” (Bryk & Schneider, 2002, p. 111). Teachers at these schools reported 
minimal, or no trust in their principal. They did not feel respected and did not feel 
comfortable confiding in him or her.  
Bryk and Schneider concluded that a core resource for school improvement was trust. 
They stated that trust increases the capacity of a school to positively impact students for 
four reasons (of which the first and fourth finding lends support to the theoretical 
framework adopted for the current study): 
 It acts as a catalyst for transformational processes that instrumentally connect to 
improving academic performance; 
 It facilities collaborative problem-solving with the organization; 
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 It undergirds teachers’ understanding of professional standards, encouraging them 
to aim for more ambitious classroom instruction; and, 
 It creates a moral resource for school improvement by binding staff to the 
organization’s vision, encouraging them to give the extra effort needed to bring 
about lasting change, even when the work is hard. 
The impact of trust on student achievement was also highlighted by Day (2009) when he 
examined the behaviour of a single, highly effective high school principal in the United 
Kingdom. The school (1000+ students and 55 teachers) had been classified by Her Majesty's 
Chief Inspector for Schools as a particularly successful and outstanding school. From 1997 
to 2000 the percentage of students in this school achieving five or more A grades had risen 
from 60% to 71%. These results were considerably higher than the national average for 
schools in the United Kingdom, which in 2000 was 49.2%. Day visited the school and 
collected data on the principal's behaviour during two, three-day visits separated by a six-
year period. The data showed that a key attribute to the success of this school was the 
ability of the principal to foster trust, and that the principal did so in such a way that it was 
broadened, deepened and embedded over time. The data suggested that educational ideals, 
commitment and trust were important to the continuation of leadership that achieved 
sustained school improvement processes.  
From the research over the past two decades it can be seen that there are measured 
benefits of a culture of trust not only for the achievement of school improvement agendas, 
but also for building the capacity of teachers and improving student performance. In 
contrast, learning and school improvement plans are poorly served by a low-trust 
environment (Hargreaves, 2006). With the importance of trust in the context of education 
highlighted, the following section reviews the impact of leadership style on trust.  
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Leadership style and trust 
Research examining the impact that different leadership styles have on inspiring trust, 
particularly in the context of schools, has only begun to gain momentum in the past two 
decades. Leithwood and Mussella (1991) led this movement when they recommended that 
future research devote more energy to understanding the attitudes, values, beliefs, traits 
and dispositions of leaders. It has only been in the last decade however, that scholars have 
begun to conduct research into the nature of trust in the leadership of school principals. 
Noonan and Walker (2008) suggest that more work is still needed to show how school 
principals understand and optimize the effects of trust in their personal and professional 
relationships. A body of research undertaken to date has examined the influence of various 
leadership styles on organizational trust. This research is discussed now. 
 Hoy, Smith and Sweetland (2002) undertook quantitative research with a large, diverse 
sample of high schools (n=97) to examine the relationship between the climate of schools 
and faculty trust, stating that "the health of the organizational climate of high schools is also 
concerned with positive interpersonal dynamics between teachers and principals, as well as 
among teachers" (p. 39). They hypothesised that trust was related to school health. They 
predicted that collegial leadership style would be the strongest predictor of trust in the 
principal: the more collegial the principal, the stronger the trust in the principal. Collegial 
leadership is principal behaviour that treats teachers as colleagues, is open, egalitarian and 
friendly, but at the same time is clear in expectations of teacher performance and the goals 
of the school.  
 To test their hypotheses, Hoy, Smith and Sweetland used two survey tools: The Faculty 
Trust Survey, a 35-item Likert instrument that measures collective perceptions of faculty 
trust in the school which has consistently high reliabilities (i.e., in the .90 and .98 range); 
and the Organizational Climate Index, a survey that measures staff perception of the climate 
of a school in four dimensions, each of which have high alpha coefficients of reliability (i.e., 
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between .87 and .92). The two instruments were administered in each school by a trained 
researcher. The data were analysed by correlating the findings between school climate and 
faculty trust. The findings supported their hypotheses. More specifically, the stronger the 
collegial leadership style of the principal, the greater the faculty trust in the Head of the 
school (β = .84, p<.01). Collegial leadership of the principal was also positively associated 
with professional teacher behaviour (r=.27, p<.05); professional teacher behaviour was 
marked by respect for colleague competence, commitment to students, autonomous 
judgement, and collaboration with colleagues (Hoy et al., 2002). The researchers found 
faculty trust to be a salient ingredient of a healthy and open school climate. The findings of 
their research concluded that collegial leadership of the principal was critical in developing 
faculty trust. While the study was not designed to examine the actual activity of a trusted 
principal, they postulated that collegial school leaders "are open with teachers, treat them as 
colleagues, are friendly and considerate, and set reasonable standards” (p. 47). They 
proposed that leaders who behaved in this manner were rewarded with teachers' trust.  
 Wahlstrom, Seashore and Louis (2008) conducted an extensive quantitative study in the 
United States into how teachers experience principal leadership. Part of their study 
examined principal-teacher trust and its relationship in supporting student achievement 
within the construct of instructional and shared leadership. Instructional leadership is where 
the principal's role is to provide feedback to staff at all levels on their instruction, curriculum 
and programs. Shared leadership is a process of shared governance where all staff have the 
right to be involved in the decision making processes which most affect their lives (Fusarelli, 
1999), engaging people in the leadership activity of the organization (Harris, 2004). 
Wahlstrom et al. surveyed 4,165 teachers from 138 junior and secondary schools in 39 
Districts. The 109-item survey instrument included five questions that assumed the key 
behaviours, or actions, that principals should exhibit to build trust. These questions were 
taken from the instrument developed by Bryk and Schneider (2002). They found that 
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teachers' trust in the principal becomes less important when shared leadership style and 
professional community are present. Their research assumed the key actions that a principal 
should exhibit to build trusting relationships, rather than intentionally asking staff to define 
what they look like in the specific practices of the Head. They also examined trust in the 
principal from the perspective of instructional leadership. This leadership style is frequently 
argued as being appropriate to smaller, more specific schools such as a junior school or 
senior secondary school, but is much harder to achieve in larger, more diverse schools such 
as kindergarten to Year 12 schools (Wahlstrom et al., 2008). Typically, Heads in an 
instructional leadership role do not have the authority to employ and dismiss their staff as 
instructional leadership is more predominantly seen in government school settings. This 
adds another dimension to the influence on trust on the part of the Head of an independent 
school. 
A recent study undertaken by Sendjaya and Pekerti (2010) examined the impact of 
servant-leadership on followers’ trust in their leaders in an educational context. Servant-
leadership "is a conviction of the heart that constantly manifests whenever there is a 
legitimate need to serve in the absence of extenuating personal benefits; … the focus of the 
servant-leadership relationship is on the followers, not the organization" (p. 645). The 
researchers acknowledged that even though numerous studies have highlighted the 
important link between leadership behaviour and trust within organizations, many of which 
have already been cited here, no previous study has specifically addressed the correlation 
between specific leadership behaviours and the formation of followers' trust toward their 
leader.  
Sendjaya and Pekerti employed the construct of servant-leadership developed by 
Sendjaya, Sarros, and Santora (2008) which comprises of six different dimensions: 
 Voluntary subordination – considers others’ needs and interests above their own; 
 Authentic self – is not defensive when confronted; 
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 Covenantal relationship – treats people as equal partners in the organization; 
 Responsible morality – takes a stand on moral principles; 
 Transcendental spirituality – helps to find and clarify a sense of purpose and 
direction;  
 Transforming influence – minimizes barriers that may inhibit a person’s success. 
Sendjaya and Pekerti hypothesised that when leaders practise the fundamentals of 
servant-leadership, that is; they put followers' needs and interests above those of 
themselves, maintain consistency between words and deeds and instil a sense of purpose 
and meaning in followers, it will result in the development of lasting trusting relationships 
with their followers. 
To examine the relationship between servant leadership behaviour and trust Sendjaya 
and Pekerti administered a two-part survey questionnaire among the teaching faculty and 
administration staff of two educational institutions in Indonesia, a private university and a 
private school. They used a six-item measure of followers’ trust as faith and loyalty in the 
leader developed by Podsakoff et al. (1990) and a 35-item Servant Leadership Behaviour 
Scale which had been used in previous studies by Sendjaya et al. to measure the six 
behavioural dimensions of servant leadership. The second tool had a reliability coefficient 
ranging from .84 to .95 for the six factors. The surveys administered did not specifically look 
at the leadership of the head of the institution, but rather the followers’ leader, who may, in 
many cases, have been their direct supervisor. A total of 555 respondents participated in the 
survey. Sendjaya and Pekerti found that there was a moderate correlation among the six 
dimensions of servant leadership behaviour and followers' trust (.42 to .50), with the sixth 
dimension of servant leadership, transforming influence, having the strongest correlation 
(.50). This finding lends support to other scholars' assertions that trust is directly related to 
leadership behaviours which are transformational in nature, such as articulating a shared 
vision with which followers collectively identify, setting a personal example, and appealing to 
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commonly shared values (Podsakoff et al., 2010). Sendjaya and Pekerti’s findings, while 
examining trust in the construct of servant leadership, reinforced previous research which 
showed that transformational leadership is consistently associated with trust in the leader 
(e.g. Bass, 1990; Lowe et al. 1996).  
 In the past decade a handful of other fields have also been exploring the implications of 
trust and leadership style. An interesting laboratory experiment was carried out by Hoyt and 
Blascovich (2003), which compared the outcomes between transactional and 
transformational leadership styles. Transactional leadership is where a leader provides 
assistance and rewards that meet staffs’ needs, contingent on their performance (Gillespie & 
Mann, 2004). Transactional leaders work within the organizational culture as it exists (Bass 
1985). Hoyt and Blascovich designed an experiment that involved 144 participants working 
in groups of three, with one person as the defined leader who demonstrated either 
transactional or transformational leadership style. Each group was asked to complete set 
tasks within a laboratory setting while being videotaped. Each leader interacted with four 
groups of three people, exhibiting a transformational style for two of the groups and a 
transactional style for the other two. The leaders were trained to exhibit the central 
behaviours of each style by using scripts. The relationship between leadership styles 
appeared to be fully mediated by trust in the leader.  
Analysis of the data yielded a positive beta weight correlation (β=.49, p<.001) indicating 
that followers reported greater trust when led by a transformational leader. The beta 
weights for trust were also significant with satisfaction and cohesiveness (β=.46, p<.001). 
Trust appeared when a relationship between the leader and the follower was created and 
this relationship was best achieved through transformational leadership style. It should also 
be noted here that in the experiment participants did not know each other before they 
became part of the group. Relationships and trust grew during the short experimental 
period. Hoyt and Blascovich acknowledged that their experiment may not accurately capture 
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the dynamics of a real-life setting but that it may give us "a window into the initial 
development of trust and value congruence in longer term leadership situations" (p. 708). 
 The findings of Hoyt and Blascovich were supported by Gillespie and Mann (2004) who 
undertook a study examining how research and development project team leaders earn the 
trust of their team members, specifically looking at the relationship between a broad set of 
leadership practices or styles and team members' trust. The study explored the relationship 
between trust and transformational, transactional, consultative, active-corrective, and 
passive-avoidant leadership. Transformational and transactional leadership have already 
been defined. Consultative Leadership provides the opportunity for staff to voice their 
opinions, needs and concerns and have greater input into decisions that influence their work 
environment (Gillespie & Mann, 2004). Active-corrective leadership is defined by monitoring 
and focusing on mistakes, and passive-avoidant leadership is where the leader waits for 
things to go wrong before intervening (Bass & Avolio, 1997). Data were collected from 33 
teams across two divisions with teams ranging in size from two to 15 members with a 
median size of six. The project leader and two team members randomly chosen, completed 
a questionnaire assessing trust and leadership. In one division, questionnaires were 
administered to all team members. In total, 33 team leaders and 85 team members 
returned questionnaires. The questionnaire was a compilation of a number of tools chosen 
because of their reliability.  
To measure trust, the short-form of the Conditions of Trust Inventory (CTI) (Butler, 
1991), ( =.94); an affective trust inventory derived from McAllister (1995), ( =.88); and a 
Behavioural Trust Inventory constructed by Zand (1972) ( =.84 - .92) were used. To 
measure leadership, the Multifactor Leadership Questionnaire (MLQ) (Bass & Avolio, 1995) 
which measures nine leadership dimensions ( =.73 – .91), and a consultative leadership 
scale based on Yukl (1998) ( =.88) were used. The data collected supported Gillespie and 
Mann's hypotheses that transformational and consultative leadership styles had a strong 
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correlation with team members' trust in their leaders (r =.69 for consultative leadership and 
r =.68 for four of the six transformational leadership practices). Korsgaard, Schweigner and 
Sapienza (1995) had previously found empirical support for the relationship between 
consultative leadership and trust in the leader. Korsgaard et al. found that trust in the leader 
increased if the leader considered the members' input, but decreased if their input was 
ignored. Gillespie and Mann also found that the extent to which team members shared 
common values with the leader was strongly associated with trust. In summary, “shared 
values, shared goals and consultative decision making reduce uncertainty about the leader's 
future behaviour and send a signal that the leader is unlikely to breach trust” (Gillespie & 
Mann, 2004, p. 602). 
Research to date has shown that transformational, consultative/collaborative and servant 
leadership styles have the greatest positive impact on the development of trust between the 
leader and their staff. Of the six dimensions of servant leadership, the most significant 
contributor to the enhancement of trust was “transforming influence”. Trust is vital in the 
construct of instructional leadership; however, instructional leadership is harder to achieve 
in larger, more diverse schools (Wahlstrom et al., 2008). Conversely transactional, active-
corrective, and passive-avoidant leadership styles have little positive influence on the 
establishment and growth of trust. These research findings, particularly those of Hoyt and 
Blascovich (2003) and Gillespie and Mann (2004) suggest that transformational leaders are 
likely to engender trust in their followers simply by operating in that leadership style. The 
question then is: What leadership practices contribute to the creation and maintenance of 
trust between a transformational school leader and their staff and Chair of the governing 
body? 
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Actions that inspire trust 
Head-staff dyad 
Educational researchers have identified the role of trust in the successful implementation 
of school improvement plans and positive student outcomes (Bryk & Scheider, 2002). 
Sergiovanni (2005) states that before a leader can implement his/her vision and achieve 
strategic change they must first establish trust. Most leaders would say that they are 
trustworthy but the perspective of the staff can often be different; trust needs to be earned 
and cannot be assumed. What will inspire a staff and Chair of the governing body to trust 
their leader and more specifically, a leader operating in the transformational leadership 
construct?  
While research into the actions that inspire trust has garnered interest in fields other than 
education, potential problems include the impact of the context in which the research is 
undertaken and the diversity in construct focus (Dirks & Ferrin, 2002). These problems are 
highlighted by three different research projects undertaken in recent years. In separate 
research projects Werbel and Henriques (2009) and Clark and Payne (2006) both used 
Butler’s (1991) 10 conditions of trust (integrity, availability, openness, loyalty, promise 
fulfilment, competence, fairness, discretion receptivity, and reliability) to enhance the 
understanding of trust in leaders. Both used a survey methodology in a corporate context; 
Werbel and Henriques collected data from 33 firms in Portugal ranging in size from four to 
13,841 employees, whereas Clark and Payne examined trust in four hospitals with a total of 
500 employees and a major UK Bank with 312 employees. While Clark and Payne stated 
that their purpose was to examine the nature of trust in a high-risk environment, Werbel 
and Henriques’s context could also be described as high-risk where a staff member’s 
willingness to trust their supervisor is based on the distribution of rewards, resources and 
opportunities for career advancement. Werbel and Henriques found that availability, 
competence, discretion, integrity, and openness were important for building trust in the 
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leader. This was in contrast to Clark and Payne’s findings who concluded that the strongest 
predictor of intention to trust was a leader’s competency and consistency, whereas 
openness was the weakest predictor of the intention to trust.  
Disparities due to construct and context were highlighted further in a study by Norman, 
Avolio and Luthans (2010). They used a rigorous mixed method design to examine how a 
leader’s positivity and transparency impacted followers’ perceived trust during a down-sizing 
scenario (a high-risk situation). Norman et al. used a different construct of trust from that 
used by Clarke and Payne, and Webel and Henriques.  They based their research on the 
definition of trust as being a willingness to be vulnerable in one’s relationship (Mayer, Davis, 
& Schoorman, 1995) with another person based on positive expectations regarding that 
person’s behaviour (Rousseau, Sitkin, Burt & Camerer, 1998). They found that a leader’s 
positive psychological capacity and transparency (or openness) positively impacted both 
participants rating of trust and perceived effectiveness of their leaders, in contrast again to 
Clarke and Payne who found openness to be the weakest predictor of trust. These three 
studies highlight the importance of the construct and context on trust; differences in context 
and construct yielded different conclusions. It is important therefore that the literature 
reviewed for this section of the study is taken from the educational context. To date there 
has been limited, specific research in the context of school leadership, particularly from the 
construct of transformational leadership. 
Of those limited studies, Gimbel (2003), a former principal, understood the power of trust 
in schools. She undertook a study involving cross case analysis of three public middle school 
principals in the United States to examine principal and teacher perceptions about the 
meaning of trust and to suggest some common elements of trust. The three middle schools 
varied in size from 380 students and an academic staff of 67, to 850 students with an 
academic staff of 77. To carry out her analysis she met with each principal as well as focus 
groups of teachers. Gimbel found that perceptions of the meaning of trust varied and were 
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contingent on the setting. Trust often called for a description of actions to be carried out by 
the principal.  For example, “principals and teachers spoke of trust in terms of actions 
because they needed to see, feel, or do something tangible in order for trust to have 
meaning for them” (p. 43). Gimbel found that one particular leader behaviour that 
engendered trust did stand out, which also supported one of Hoyt and Blascovich’s (2003) 
findings: the principal engendered trust by building and sustaining relationships with the 
teachers through various communicative and supportive behaviours.  
After an extensive review of literature, Hoy and Tschannen-Moran (1999) developed a 
trust framework that identified five facets important in trust relationships: 
1. Honesty - telling the truth, having integrity, keeping promises, accepting 
responsibility; 
2. Benevolence - extending good will, supporting teachers, guarding confidential 
information; 
3. Openness - engaging in open communication, sharing important information and 
decision making; 
4. Reliability - having consistency, being dependable; 
5. Competence - engaging in problem solving, working hard, buffering teachers, being 
flexible. 
Tschannen-Moran (2004) applied the five facets of trust in a case study of three 
elementary school principals in the United States. All three elementary government schools 
had populations of primarily low-income and minority students. Even though each of the 
three principals was well intentioned, their actual behaviours and leadership approach 
impacted on the trust relationships in different ways; that is, the way they implemented the 
five facets of trust varied between each leader based upon their individual personality. 
Tschannen-Moran also concluded that the individual school context had a significant bearing 
on the development of trust. This conclusion has been also supported by Yavas and Celik 
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(2010) when they summarised that "the dimensions of trust may be seen differently in 
different institutions; an effective school leader must be able to manage different 
applications for each dimension and adapt them for their own school culture" (p. 4331).  
Day (2009) built upon Hoy and Tschannen-Moran's (1999) five facets of leadership trust 
by identifying three other facets: wisdom, the extent to which the principal makes timely 
decisions in the interests of the students and staff; educational ideals, the extent to which 
hope and optimism are nurtured and renewed by the principal; and care for the personal 
and academic wellbeing of others. Day recognized that building successful leadership takes 
time and depends on the principal to establish vision, hope, optimism and high expectations. 
Like Tschannen-Moran (2004) and Yavas and Celik (2010), Day also commented that 
understanding the history of a school that a principal inherits is important. A school that has 
experienced a history of distrustful relationships will take longer to turn around than if the 
reverse were the case. Figure 2.3 illustrates Day’s proposed ways in which trust may be 
progressively embedded into the organization. Day stressed the importance of actions which 
earn or diminish trust in the continual growth of organizational trust. 
The value of trust in the establishment of teacher leadership for the purposes of 
educational reform and school improvement was explored by Ghamrawi (2011) in a study of 
three large (1200-1400 students) independent K-12 schools in Lebanon. Data for the study 
were collected via qualitative interviewing. Data were collected from 51 semi-structured 
interviews with teachers, subject leaders and the principals of the three schools. The schools 
were selected on the basis of their willingness to participate; all three were considered as 
high performing schools. Ghamrawi’s purpose was to identify the school 
culture and human relations that supported teacher leadership, basing her theory on the 
premise that teacher or shared/distributed leadership can play a significant role in fostering 
student learning and educational reform (Ofsted, 2000; Patterson & Patterson, 2001). 
 
34 
 
 
Figure 2.3 The cycle in which trust may be progressively distributed and embedded (Day, 2009, p. 
728) 
 
 diagnosis of trust history 
 
 initial/provisional trust 
 
 actions which earn trust and reduce distrust 
 
 growth of personal and relational trust 
 
 school members experience success 
 
 growth of organizational trust 
 
 consequence of trust: a learning and achieving community for all  
 
Ghamrawi found that trust was a key premise for teacher/distributed leadership 
establishment. While not specifically researching the actions or behaviour of the principal, 
Ghamrawi suggested that Heads were called to secure a culture that builds and supports 
teacher leadership. The research findings suggest that principals implement trust by: 
“securing a considerate environment that encourages teachers to get involved in 
professional dialogue; modelling specific leadership behaviours; and making it possible for 
teachers to instigate ideas and programmes that result from reflective practice” (Ghamrawi, 
2011, p. 342). Ghamrawi described these, three broad descriptors of leadership behaviour a 
little further: Heads should establish and build communication channels; exhibit moral 
character, sincerity, integrity, candour and selfless service to the school; allow teachers to 
be involved in policy development and the setting of school goals; and, accept and 
acknowledge teachers’ ideas, or, give trust in order to receive trust and respect.  
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Research into the specific behaviours and actions that contribute to the development of 
trust in school leadership was recently completed by Kagy (2010). The purpose of her study 
was to investigate the commonalities and differences in the understanding of relational trust 
and to identify specific behaviours by Heads that either contribute or undermine the 
existence of relational trust within an elementary school context. To achieve this Kagy 
completed a multicase study comprising of three, small town elementary (public) schools in 
the United States. Data were collected using a T-scale instrument (Bryk and Schneider's 
(2002) trust measurement tool), an interview with the Head, focus group interviews with 
teachers and document collection. 
Kagy found that, although different terminology was used to explain specific Head 
behaviours and actions, four broad categories emerged in each of the schools: 
 communication - including open exchange of information, clear expectations, active 
listening and frequent correspondence; 
 confidentiality - including keeping confidential information private, providing 
opportunities to vent without repercussions; 
 engagement - including giving of personal time for the school, being active in school 
events; 
 genuineness - including being respectful and supportive, seeking the opinion of 
others, down to earth and honest and truthful. 
As Kagy acknowledged, her study was somewhat limited in its design and findings. Cases 
were selected on a random basis from a sample size of 20 schools in a small district and 
Heads were chosen on their willingness to participate and interest in the topic. The study 
focused on the concept of relational trust in small elementary schools within the construct of 
instructional leadership. Data were collected from one focus group of seven teachers in each 
school, with all but one teacher being female, limiting the views that may have been held. 
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In the United Kingdom changes to education policy over the past decade have demanded 
a greater concentration on how collaborative working with external organizations can 
support school improvement. As a result, Coleman (2012) examined the practice of 
collaborative leadership in schools. Coleman's research design was structured in two phases. 
Phase one explored the nature of leadership required by school-based partnerships. This 
took the form of 49 interviews with a range of school leaders who had a strong tradition of 
collaboration as well as with local authority advisors, researchers, and senior academics with 
an interest in the field. The first phase also included a survey distributed to a range of 
school leaders and local authorities responsible for leading the development and 
implementation of extended services within a specific school. Phase one identified 
trustworthiness as the single most important factor in effective collaborative leadership.  
Phase two of Coleman's research focused on the factors that encouraged followers to 
trust collaborative leaders. In order to do this Coleman completed six case studies, each 
case being a school with a strong track record of effective collaborative working. Data were 
collected from 32 individuals across the six cases, each of whom had a range of 
responsibilities including: head teachers, other school leaders, governors, professionals from 
other agencies, community workers and other parties considered relevant during the 
completion of the data collection. 
Coleman's findings showed that trust is "fundamentally relational in nature and 
dependent upon the perceived existence of competency and benevolence on the part of the 
leader" (p. 87). He discovered that participants consistently identified three distinct elements 
of trust: 
1. the values and ethics of the potentially trusted individual (termed 'ideological trust'); 
2. the ways in which these values and ethics are operationalised and manifested on a 
day-to-day basis (behavioural trust); 
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3. the perceived fit between these behaviours and values, that is, the trusted's 
perceived authenticity and integrity ('perceptual trust') (p. 91). 
Coleman concluded that when all three elements (ideological, behavioural and perceptual 
trust) are positively aligned trust will be generated. For example, intentions alone are not 
sufficient to promote trust. Simply believing in honesty is not enough; instead, 
trustworthiness is dependent upon a clear articulation and espousal of this value, evidenced 
with an accompanying behaviour. Coleman identified five themes, or elements of ideological 
trust which could be linked to specific behaviours: 
a. Altruism and caring for others—dedication to supporting others, including children 
and adults in the school. For example, behaviours ranging from mundane acts such 
as making cups of tea for staff to supporting their professional development and 
providing coaching and mentoring. 
b. Respect and fairness—treating people in a consistent and dignified way, judging 
each instance on its own merits. For example, behaviours ranging from the allocation 
of resources on merit rather than to the people who 'shouted the loudest' to the 
leader recognising their mistakes. 
c. Trusting others—showing good faith in others and not prejudging situations without 
sufficient evidence. For example, behaviours ranging from attempts to distribute 
leadership to delegating tasks to staff members. 
d. Professionalism—upholding other values associated with their vocation. For example, 
behaviours ranging from being true to your word, to a commitment  to confidentiality 
and demonstrating a general care in the way one speaks of others, particularly when 
they are not present. 
e. Honesty—believing in treating others in an open and truthful way. For example, 
behaviours ranging from demonstrating openness and authenticity to being willing to 
acknowledge one's own mistakes and being open to feedback. 
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In summary, four key studies have been identified examining the actions that inspire 
trust between the Head of a school and his/her staff. Those studies include: Tschannen-
Moran and Hoy (1999) which was later expanded by Day (2009), Kagy (2010), Ghamrawi 
(2011), and Coleman (2012). The studies are summarised in Table 2.1; where possible, the 
leadership style and context of the study is included. From the table it can be seen that no 
identified research has been undertaken in the construct of transformational leadership in 
the context of independent education in Australia. It has been shown that a key problem  
 
Table 2-1 Studies completed identifying actions that inspire trust 
 Tschannen-
Moran and 
Hoy (1999, 
2004) 
Day 
(2009)* 
Kagy 
(2010) 
Ghamrawi 
(2011) 
Coleman 
(2012) 
Leadership 
construct 
Instructional 
leadership 
N/A Instructional 
leadership 
Distributed 
leadership 
Collaborative 
leadership 
Context United States 
of America—
elementary 
schools 
United 
Kingdom— 
government 
high-school 
United States 
of America— 
small, public 
elementary 
schools  
Lebanon—
large 
independent 
K-12 schools 
United 
Kingdom—  
Research 
methodology  
Literature 
review then 
multicase study 
Single case 
study 
Multicase study Multicase 
study 
Multicase study 
Actions/Practices/ 
Behaviours 
Honesty Wisdom Communication Securing a 
considered 
environment 
Altruism and 
caring for 
others 
 Benevolence Educational 
ideals 
Confidentiality Modelling 
specific 
leadership 
behaviours 
Respect and 
fairness 
 Openness Care for 
personal and 
academic 
wellbeing 
Engagement Shared 
leadership 
Trusting others 
 Reliability  Genuineness   Professionalism 
 Competence    Honesty 
* Day expanded on Tschannen-Moran and Hoy’s work to identify three additional facets 
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with the examination of trust is the impact of context and construct (Dirks & Ferrin, 2002). 
The differences in the contexts and constructs of these four identified studies may have had 
a bearing on their findings. 
Head-Chair dyad 
Very few studies have examined the trust relationship between the Chair of an 
organization and the CEO. This has been recognized by Lecovich and Bar-Mor (2007) when 
they stated that: "Relationships between chairpersons and chief executive officers are 
extensively addressed in the prescriptive literature of non-profit organizations, but 
insufficiently studied" (p. 21). This anomaly has also been acknowledged by Kakabadse, 
Kakabadse and Knyght (2010) in their study which looked at the “chemistry factor” in the 
chair/CEO relationship; the “chemistry factor” being a metaphor to describe the special 
relationship, personal affinity, special ingredient, energy and synergy between the Chair and 
the CEO. Their qualitative study showed that organizational success was impacted by 
‘chemistry’ between the Chair and CEO. The absence of 'chemistry' was a strong indication 
of an impending resignation and departure of either the Chair or the CEO. They examined 
the relationship between the chair and the CEO to determine which position was the more 
dominant and the subsequent impact on the organization. Neither of these two studies 
focused specifically on trust, nor did they examine the relationship within the context of 
education. No identified study has been undertaken examining the trust relationship 
between the Head of a school and his/her Chair of the governing body. 
Implications for the current study 
Dirks and Ferrin (2002) identified a major issue for research into trust in leadership was 
the number of different definitions of trust, the different leadership referents, and the 
diversity in construct focus. This can be seen in the lack of agreement of a single, firm 
definition of trust, the impact of leadership style on trust, and the contextualised nature of 
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the decision to trust as highlighted by studies into trust in fields other than education. Those 
difficulties aside, research in schools over the past two decades has found a strong link 
between trust and improved student performance (Bryk & Schneider, 2002) and school 
improvement/reform agendas (Hargreaves, 2006; Hargreaves, 2009; Sergiovanni, 2005). 
Research has also shown that a transformational, consultative/collaborative and servant 
leadership style has the greatest positive impact on the development of trust between the 
leader and their staff (Gillespie & Mann, 2004; Hoyt & Blascovich, 2003; Sendjaya & Pekerti, 
2010). Trust is vital in the construct of instructional leadership; however, instructional 
leadership is harder to achieve in larger, more diverse schools, such as large, independent 
Prep-12 schools (Wahlstrom et al., 2008).  
The literature suggests that trust is established more by deeds or action than words 
(Gimbel, 2003; Schmuck & Runkel, 1994), and is maintained when there is a consistency 
between those words and deeds (Sendjaya & Pekerti, 2010). However, only recently have 
studies begun to emerge that have been designed specifically to identify and examine the 
actions of a highly trusted school leader by asking the people who offer that trust to their 
Head—the staff. Most of that research has come out of elementary schools in the United 
States of America where the predominant leadership style is instructional leadership. No 
identified research has been conducted in the Australian independent school sector where 
the Head’s role is not dissimilar to that of a Chief Executive Officer. Nor were any studies 
identified that have examined the trust relationship between the Head of an Australian 
independent school and their Chair of the governing body. With the differences of context 
and construct highlight it cannot be assumed that the findings of previous studies will have 
the same relevance in the context of independent education and the construct of 
transformational leadership. 
Of the limited literature available the primary research methodology employed has been 
qualitative. Five studies have used multiple case study analysis (Coleman, 2012; Ghamrawi, 
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2011; Gimbel, 2003; Hoy & Tschannen-Moran, 2004; Kagy, 2010) and one study was a 
single case study (Day, 2009). Noonan and Walker’s (2008) methodology was also 
qualitative; they interviewed 25 principals. However, limited studies have gathered data 
from the people who give it; the staff.  
Ghamrawi (2011), a multiple case study undertaken in Lebanon, was the only study that 
included independent schools in the design. However, that study was designed to identify 
the culture that supports teacher/distributed leadership rather than specifically seeking to 
identify the actions of a trusted leader, nor were the schools selected because they had a 
culture of high trust.  
A noteworthy variable in Gimbel’s (2003) study was the identification of the principals as 
‘middle managers’ who had their ‘hands tied’ by their superintendents. Superintendents 
within this structure of schooling not only hire principals but also control school budgets and 
hire teachers. This form of school leadership is very different from the autonomous school 
leadership that independent school Heads enjoy and most likely will have a different bearing 
on the trust actions a Head can use, highlighting a key difference between Gimbel’s research 
and the current work. 
Hoy and Tschannen-Moran’s (1999) five facets of trust were drawn from literature rather 
than from actual case studies of school leadership. Application of those five-facets in a 
further study by Tschannen-Moran (2004) focused primarily on the construct of instructional 
leadership in government elementary schools. This leadership style was quite a different 
construct from what is found in large independent schools and the theoretical framework of 
the current study. Tschannen-Moran recognized that further studies were needed to 
understand trust. While Coleman's (2012) research is similar both in purpose and 
methodology to the current study what he did not do was ask the followers, or staff of the 
identified leader, why they trust him or her. The current research seeks to understand the 
nature of trust from the perspective of those giving it to their leader.  
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The current study adds to the current research into actions that a leader can display, 
which effectively inspire, build, and maintain trust in schools. Several studies have identified 
broad behaviours that a leader can demonstrate either through a literature review or 
research. Examples are: benevolence, honesty, openness, reliability and competence (Hoy & 
Tschannen-Moran, 1999); collegial leadership (Hoy, Smith & Sweetland, 2002); wisdom, 
educational ideals and care (Day, 2009); and servant leadership (Sendjava & Pekerti, 2010). 
Putting these broad notions into practice is where another gap lies, but is slowly being filled 
by research including Kagy (2010) and Coleman (2012). However, findings to date do not 
provide a transformational school leader of a large school with particularly helpful advice or 
direction to effectively establish and maintain trust.  
To date no identified study has focused on the specific actions of a transformational 
leader within the context of a large independent school where, to effectively lead strategic 
change, a Head has to build trust between their staff and their Chair of the governing body. 
While the majority of the identified studies to date have focused on the trust relationship 
between the Head and the teaching staff of a ‘government’ school (with the exception of 
Ghamrawi, 2011), it is important to note that in large independent schools there is a 
significant proportion of support/administrative staff with whom the Head relates and needs 
to build trust. This relationship has not been considered in any identified studies, yet is a 
consideration in the current study. The role of trust in the independent school setting has 
another dynamic not seen to the same degree in government schools. Independent Heads 
have the right to appoint and dismiss their own staff, an authority that is not currently 
shared by the government sector. This places a greater level of accountability and risk on 
staff. When job security is at greater risk, the differences in trust between the supervisor 
and the subordinate are likely to change (Werbel & Henriques, 2009). The current study has 
sought to understand trust by exploring leaders’ specific actions with which they can 
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effectively inspire, build and maintain trust in order to bring about successful school 
improvement. 
 
Summary 
This chapter has reviewed the construct of trust in school leadership. Trust was defined 
using Mayer et al’s. (1995) definition; that is, trust is a willingness to depend on another 
party as well as an expectation that the other party will reciprocate if one cooperates. 
Through a review of the current literature an argument for the importance of trust in school 
leadership and its positive impact on student outcomes was presented. An examination of 
the research related to the influence of leadership styles on trust, along with the work 
undertaken to identify the actions that influence trust in the context of school education, 
was completed before looking at the implications for the current study. The following 
chapter outlines the research design and process that was employed to answer the key 
question: 
What leadership practices contribute to the creation and maintenance of 
trust between a transformational school leader and his/her staff and 
Chair of the governing body? 
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Chapter 3 - Exploring trust in 
transformational leadership: 
Methodology 
The purpose of the current research was to understand the development and 
maintenance of trust by school leaders operating in the transformational leadership 
construct. The study aimed to identify specific practices that highly trusted transformational 
leaders use to effectively inspire, build and maintain a relationship of trust with their staff 
and Chair of the governing body. The research design to achieve this aim was a qualitative, 
multicase study. 
Case study methodology has two main proponents, Robert Yin and Robert Stake. Yin and 
Stake’s views on case study design have some commonalities and some differences; 
researchers will usually refer to one or the other when designing case study research rather 
than attempting to encompass both. Solomon, Bamossy, Askegaard and Hogg (2006) state 
that Yin takes a positivist approach to the case study, where the priority is the theoretical 
framework. The goal is to predict or test a prior hypothesis. The case is often context 
independent and there is a separation between the researcher and the participant. 
Conversely, Stake takes an interpretivist approach where the priority is the participant. The 
approach is context-dependent and the role of the researcher is interactive and co-
operative. Stake (2006) states that a qualitative case study design is an appropriate 
research methodology to study the experience of real cases operating in real situations. 
Because the research was a study of leaders in their real setting with data collected directly 
from their staff and Chair of the governing body to determine how they engender trust, it 
followed Stake’s case study design. The purpose of the study was not to explain or predict 
why some people are more trusted than others, but to understand what transformational 
leaders do to effectively generate and maintain trust. 
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This Chapter outlines the research design and process that was employed to answer the 
key question: What leadership practices contribute to the creation and maintenance of trust 
between a transformational school leader and their staff and Chair of the governing body? 
 
A Multicase study 
In the literature identified in Chapter 2 it was recognised that a key issue for research 
into trust is the diversity of contextual situation (Dirks & Ferrin, 2002). This has certainly 
been highlighted in the different findings by Werbel and Henriques (2009), Clark and Payne 
(2006) and Norman, Avolio and Luthans (2010). While this study was carried out in the 
context of independent education it is important to recognise that there is considerable 
diversity within the sector: Schools range from church-based schools to philosophically-
based schools such as Steiner and Montessori, from low to high fee paying schools, from 
schools with a holistic focus to schools with a purely academic focus. To help overcome a 
diversity of context within the independent sector, the central design of the current research 
was a qualitative multicase study. In using a multicase study methodology it was anticipated 
that key practices could be identified that transcend the contextual barriers and cultural 
differences amongst each setting. This would provide a clearer understanding of the actual 
practices in an Australian cultural context that effectively develop trust on the part of the 
Head. It could be assumed then, that the practices identified from this multicase study 
analysis could be used in other settings without losing their explanatory power. This is 
particularly pertinent in the Australian context where public policy is moving towards the 
establishment of public independent schools which will see greater autonomy on the part of 
a government school Head. 
Stake suggests that the number of cases to be studied in multicase study methodology 
should be no fewer than four and no more than ten. The research was a study of four cases, 
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each case was centred around a highly trusted transformational school leader. It is argued 
that four cases were sufficient to provide a clear pattern of practices. What Stake calls the 
‘quintain’, or phenomenon to be studied in each case, was the activity of those highly 
trusted transformational leaders. The individual cases provided insight into the quintain in 
different settings and contexts, albeit each setting had the key commonality of being an 
independent school. However, each setting, or school had its own complexities and 
situational differences. For example, the history, structure, purpose and vision of school in 
which the case (or Head) worked were very different from the next.  The personal attributes 
and charisma of each Head also differed from case to case. It was anticipated that through 
a multicase study, the research would reveal which practices were common to each case, 
and therefore which are effective, regardless of the idiosyncrasies of each context and 
personal attributes of the Head.  
For an effective study of the key practices of a trusted leader it was important to draw on 
a purposeful sample of cases, that is, cases based on their ability to provide the most 
relevant and useable information (Stake, 1995). This study therefore, was undertaken in two 
phases. Phase One was the identification of the four cases to be studied; that is, four highly 
trusted transformational leaders. Phase Two was the multicase study of those four highly 
trusted leaders. An overview of this study, procedures and related chapters from this thesis 
is represented in Figure 3.1. Each phase of this study is described in turn below.  
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Phase 1: Identification of the four cases to be studied 
(Chapter 4) 
•Transformational Leadership  Measurement Tool 
•Organizational Trust Inventory 
Phase 2: Multicase study of four highly trusted 
transformational school leaders (Chapters 5-8) 
•Focus group interviews 
•Observation 
Cross-case analysis 
(Chapter 9) 
•Key findings/assertions 
 
Figure 3.1 Research design: A two phase process 
 
Phase one: Identification of the four cases to be studied 
Cases for the study were drawn from the Australian independent education sector. The 
majority of the Heads in independent schools are accountable to a governing body for 
implementing a strategic plan; thus, presumably operating in a transformational leadership 
style. Most Heads of independent schools belong to the professional organization the 
Association of Heads of Independent Schools of Australia (AHISA). Indeed, to be a general 
member of AHISA a Head needs to meet set criteria, including: 
 “…the Head must be the Head of a school which is a Non-government school which 
is run not-for-profit and which has the power to determine its own curriculum 
offerings and method of operation. 
 …the Head must report directly to the governing body of the school. 
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 The Head must be charged with the oversight of the management of the school. The 
oversight of the management of the school includes determining the overall school 
policy for implementation by the Head in relation to the enrolment of pupils, the 
determination of the level of staffing of the school and the selection of that staff and 
budgeting, including control over the total level of expenditure. 
 The Head must have a suitable contract…”  (AHISA, 2004, p.5) 
A Head’s membership of AHISA aligns them with the theoretical framework of the study 
as described in Chapter 1. All 385 AHISA members were invited to participate in Phase One 
of the research, “Identification of highly trusted leaders”, on the basis of the selection 
criteria. 
 
Selection of cases 
 The current study examined the practices of four highly trusted, transformational leaders. 
To select those leaders from the 385 members of AHISA, and to take into account other 
potential variables that can impact trust as identified by Bryk and Schneider (2002), Day 
(2009), Putman (1993, 2000), Schaubroek, Lam and Peng (2011) and Uslaner (2002), the 
following criteria were used; Heads from AHISA who were: 
1. transformational leaders; 
2. from schools with a staff greater than 120; 
3. from schools with an open employment policy; 
4. highly trusted. 
Each of these criteria is now discussed. 
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1. Transformational leaders 
The study examined the trust practices of transformational leaders. The practices of 
leaders operating in this style may be quite different from those operating in other 
leadership styles. Indeed, Schaubroeck, Lam and Peng (2011) state that, “leaders who 
exhibit high transformational leadership are clearly seen as competent and focused on the 
group’s collective goals, but they do not necessarily also seek to establish community, 
develop personal rapport with followers, or engage in benevolent exchanging relations” (p. 
866). This statement is in contrast to Hoy and Tschannen-Moran’s (1999) fifth facet of trust, 
benevolence, which states that trusted leaders demonstrate care and concern for their staff. 
While not specifically stated, Hoy and Tschannen-Moran examined trust in government 
school settings where the dominant leadership style was instructional leadership.  
 While cases for the study were drawn from the membership of AHISA, this did not 
guarantee that the Head would be a transformational leader. It was possible that ineffective 
governance structures may have existed in some independent schools. These schools may 
not have had a clear strategic plan in place leaving the Head to manage the status quo 
rather than bring about transformational change.  These Heads would have been operating 
from a different leadership style.  To ensure that only transformational leaders were 
selected for the study, the selection process included purposeful screening using a 
transformational leadership assessment tool.  
There are a number of tools available to assess transformational leadership. The most 
popular and commonly used tool is the Multifactor Leadership Questionnaire (MLQ) 
developed by Bass and Avolio (Transformational Leadership Coaching and Consulting, 
2011). However, administration of this tool comes at a financial cost. Instead, the 
Transformation Leadership Measurement tool (TLM) developed by Podsakoff, Mackenzie, 
Moorman and Fetter (1990) was used, partly because it incurred no cost, but also because 
of its proven reliability. 
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Podsakoff et al. developed the TLM for their study examining the effects of 
transformational leader behaviours on organizational citizenship behaviours, and the 
potential mediating roles of trust and satisfaction in that process. Their review of the 
literature suggested that there are six key behaviours associated with transformational 
leaders: 
1. Identifying and articulating a vision; 
2. Providing an appropriate role model; 
3. Fostering the acceptance of group goals; 
4. High performance expectations; 
5. Providing individualised support; and 
6. Intellectual stimulation. 
Podsakoff et al. went through several stages to develop the measures to assess the six 
transformational behaviours. In the first stage they developed a pool of 100 items consistent 
with the six dimensions, many of which were taken from Bass (1985) and Bass and Avolio 
(1988). Next they conducted a Q-Sort of the list of items using a panel of twelve content 
experts. The Q-Sort process resulted in a final set of 23-items which are arranged in random 
order on the questionnaire. 
 The items are measured with a seven-point Likert scale ranging from 1 - Strongly 
Disagree, to 7 - Strongly Agree. The test sample was 988 employees of a large 
petrochemical company. After a process of confirmation factor analysis, it was concluded 
that each of the six factors (e.g., identifying and articulating a vision, providing an 
appropriate role model, etc.) had high internal consistency reliabilities (coefficient alphas) 
that met or exceeded Nunally’s (1978) recommended level of .7 (i.e.   = .78 to .91). The 
tool has been successfully used in other studies, most recently in Schaubroeck, Lam and 
Peng’s (2011) research into cognition-based and affect-based trust as mediators of leader 
behaviour. The tool is included in Appendix 1. 
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2. Schools with a staff greater than 120 
Trust is easy to establish in smaller communities because trust is often implicitly built 
upon the development of personal relationships (Bryk & Schneider, 2002; Putman, 2000). 
For their study, Schaubroek et al. (2011) used a theoretical framework that examined trust 
as either cognition-based or affect-based. Cognition-based trust is followers’ belief in the 
competency of the leader. Affect-based trust centres on team psychological safety and is 
linked more closely to the social exchange between the leader and their staff. Edmondson 
(2004) notes that the trust offered in the leader that is needed to develop psychological 
safety is not related to rational decision, but rather more affective and intuitive than 
calculative. To build personal relationships with a far greater number of staff is harder to 
achieve, particularly with the demands on the Head in managing the operation of a large, 
independent school with staffs greater than 120 persons. Heads in larger schools would 
need to have developed strategies beyond forming personal relationships with their staff. 
The current study aimed to look beyond an individual’s interpersonal skill and charisma, or 
ability to develop affect-based trust, to examine trust practices that can be emulated by 
others regardless of their personal attributes or indeed, size of school.   
3. Schools with an open employment policy 
According to Putman (1993) and Uslaner (2002) religion has an uneasy relationship with 
trust. On the one hand, people with a strong faith in a supreme being tend to be more 
trusting. However, on the other hand, religious values may lead people to insulate 
themselves from strangers and non-believers and consequently be more suspicious and less 
trusting. To ensure that the current study was not influenced by this possibility, Heads from 
schools of a strict religious foundation or philosophy and associated employment policies 
were not included in the study, such as Christian community schools or Islamic schools. Only 
Heads from schools with an open employment policy were invited to participate in Phase 
One.  
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4. Highly trusted leaders 
While it would have been interesting to design the research selecting a combination of 
low and high-trust leaders to learn about the quintain in different circumstances, a design of 
this nature is fraught with ethical problems. Heads volunteering to participate in Phase One 
of the research received a report about the level of trust between themselves and their staff 
and Chair (detailed later in this chapter). However, there was an inherent employment risk 
to Heads who returned a low-trust report if they were then to go on to participate in Phase 
Two of the study. Independent school Heads are typically employed under a five-year 
contract. As a result of the selection surveys administered as part of Phase One, questions 
could have been raised in regard to the performance of the Head, placing their employment 
in jeopardy. There were also implications for the trust relationship between the researcher 
and the participating Heads if they knew that questions about why they were not trusted 
were asked of their staff or Chair of the governing body. The research could then have been 
viewed as a performance appraisal and been quite threatening. It would have been a very 
brave Head who gave permission to a researcher to examine the problems with their 
leadership by allowing conversations with their staff to occur and contrast those findings 
with those of highly trusted leaders. For these reasons the cases selected were all highly 
trusted leaders. 
To identify the leaders Nyhan and Marlow's (1997) Organizational Trust Inventory (OTI) 
was selected as a measure of trust. It was chosen for its reliability and because it did not 
assume behaviours that the leader should be exhibiting for their staff to trust them. Other 
tools could have been used, such as the one developed by Bryk and Schneider (2002) which 
has since been used in other studies into trust in educational contexts. Their tool was 
designed specifically to measure the teacher-principal trust relationship. However, many of 
the items Bryk and Schneider use are expressed in such a manner that they assume the 
behaviours that a Head should exhibit in order to have the trust of their staff; for example, 
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“the principal looks out for the personal welfare of the faculty members (benevolence)…the 
principal takes a personal interest in the professional development of teachers” (p. 156). 
Bryk and Schneider's tool was also developed in the context of government schooling in the 
United States, and assumed the dominant leadership style to be instructional leadership. 
Their tool is also not inclusive of the relationship between the Head and their Chair. Nyhan 
and Marlow state that their tool can be used to support the investigation of the relationship 
between trust and transformational leadership behaviours (cf. Bennis & Nanus, 1985; 
Kouzes & Posner, 1987; Podsakoff, et al. 1990). Indeed, the OTI was used by Pillai, 
Schriesheim and Williams (1999) in their study of fairness perceptions and trust in both 
transformational and transactional leadership. 
The OTI was developed to measure an individual's trust in their supervisor and work 
organization using a framework consistent with Luhmann's (1979) differentiation of personal 
trust from systems trust. Luhmann's theory states that attitudes of trust vary within the 
organization depending on structural relationships; that is, "trust occurs within a framework 
of interaction which is influenced by both personality and social system, and cannot be 
exclusively associated with either" (Luhmann, 1979, p. 6). Employees carry a perception of 
the organization in which they work based on the decisions and actions of the executive 
group. These perceptions of the organization are separate from those that are formed based 
on the personal interactions an employee has with their supervisor. The OTI is a 12-item 
scale, with eight items measuring trust in the supervisor and four items measuring trust in 
the organization. The scale is measured using a seven point Likert-type format, fitting nicely 
with the seven point scale used by the TLM. 
Nyhan and Marlow began the development of the OTI by testing the validity and 
reliability of the instrument with four, small pre-test groups (a total sample of 106). The pre-
test revealed very high Cronbach alpha reliabilities for the scale ranging from .92 to .96 for 
each of the four separate groups participating in the test. The OTI was then compared with 
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scales measuring job stress and job satisfaction. The findings were consistent with logic; 
where there were experiences of a stressful workload there was a negative experience of 
trust and in places with high job satisfaction there were higher levels of trust. 
The tool was further tested in three, larger public sector organizations with a total sample 
of 646 employees. The internal consistency tests showed that alphas for each of the three 
study groups were very high ( = .96, .96, and .95). Nyhan and Marlow concluded that the 
OTI displayed sound psychometric properties and should prove a meaningful research tool 
as a two-dimensional measure of a person's trust in their supervisor and organization. 
For their study on transformational leadership behaviour, Pillai, Schriesheim and Williams 
(1999) only used the first eight items of the OTI as participants were asked to rate trust in 
their supervisor and not the organization as a whole. For the current study the 12 items 
were used. As theorized by Goleman (2000), the Head has a significant influence on an 
organization's culture. If the Head has effectively established the trust of their staff and 
Chair, their impact on the organization should also be positive, creating a climate of trust 
throughout the school. For this reason the full OTI scale was used to select highly trusted 
leaders. The OTI is included in Appendix 2. 
 
Sample Selection 
One hundred and seventy seven AHISA members from across Australia met selection 
criteria 2 and 3; that is, they had more than 120 members of staff and an open employment 
policy. These leaders were invited to participate in the study. Volunteers were asked to 
allow the researcher to implement the Organization Trust Inventory (OTI) and the 
Transformation Leadership Measurement tool (TLM) with their staff and Chair of the 
governing body to determine the level of trust and transformational leadership style of the 
Head.  The two surveys were administered electronically using the online tool Survey 
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Monkey (www.surveymonkey.com). Heads were asked to email the survey link to their staff 
and Chair.  
Heads were also asked to complete a school profile survey. The responses of the profile 
questions were used to provide a general background of the contextual setting, should they 
have been selected as a case for the multicase study. These data were also used to further 
validate the participants’ alignment with the selection criteria. The profile questionnaire was 
developed by the researcher and is included in Appendix 3. It was administered online using 
Survey Monkey.  
 
Data Analysis and selection of the six leaders for phase two 
 The selection of the four cases for Phase Two of the research was on the basis that 
Heads were both a transformational leader and highly trusted. Survey Monkey automatically 
analyses the responses for each of the factors on the two surveys, returning an average 
rating for the seven-point Likert scale for each factor; that is, an average rating for each of 
the six factors on the TLM and an average rating for the OTI scale. This allowed the 
participating Heads to be filtered by firstly identifying those who exhibit transformational 
leadership behaviours and then, of those Heads, the participants who were highly trusted 
(Figure 3.2). Initially six cases were identified, providing two reserve cases. Those two 
reserve cases were not required. Detailed data analysis for Phase One and the resulting 
selection of cases is covered in Chapter 4. 
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 Figure 3.2 Selection process for the four cases to be studied 
 
Phase two: A multicase case study of four highly trusted leaders 
Each case was a study of how a Head engenders trust with the view to identifying 
effective key practices within the theoretical framework of transformational leadership. The 
cases were selected based on their ability to provide the most relevant and usable 
information about the quintain (Stake, 2006), the quintain being the practices that engender 
trust.  
Cresswell (1998) states that each case must be described and bounded in time and place. 
Each case was a highly trusted transformational leader; his/her interactions with staff and 
Chair were studied to understand the case at hand (Stake 1995). Each case was studied for 
Criteria 2 and 3 
TLM 
OTI 
Four cases - Highly trusted transformational 
leaders 
Trusted 
Leaders 
Transformational 
Leaders 
AHISA Members 
57 
 
a week (bounded by time) in his/her own setting/context (place), that is, his/her school. 
Data were gathered about each case through: 
1. interview – staff and Chair;  
2. observation – shadowing of the Head. 
 
Data Sources 
Interview – staff and Chair 
The purpose of the qualitative interview is to understand the quintain, or phenomenon 
being studied from the perspective of the subjects living it, describing the world as 
experienced by them (DiCicco-Bloom & Crabtree, 2006; Kvale & Brinkmann, 2009). The style 
of the interview comes close to an everyday conversation but has a specific approach and 
technique of questioning.  
Qualitative interviews can be categorized in a variety of ways, including structured, semi-
structured and unstructured (Crabtree & Miller, 1999). The current study utilised the semi-
structured approach. Semi-structured interviews are usually scheduled in advance at a 
specific time and location. They are generally organised around a number of predetermined, 
open-ended questions with other questions emerging from the ensuring conversations 
(DiCicco-Bloom & Crabtree, 2006). The questioning is aimed at interpreting the phenomenon 
being studied in more detail from those who experience it first-hand; in this study, the 
questioning aimed to gain first-hand perspectives of the Head's ability to engender trust with 
the staff and Chair of the governing body. 
 
Interview Forms 
Kvale and Brinkmann (2009) describe a number of forms that a semi-structured interview 
can take including one-on-one interviews, computer-assisted interviews, focus group 
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interviews, factual interviews and conceptual interviews. The form of the interview will 
depend on what the researcher wants to know and the context in which they wish to find it 
out. However, with the broad variety of interviews "there are no general standard 
procedures and rules for research interviewing" (p. 148).  
The focus group interview form was used for the study. Focus group interviewing as a 
specific tool for research emerged in the mid-1940s (Merton, Fiske & Kendall, 1956). This 
form of interview is well suited for examining the head-staff trust dyad. While each 
individual staff member's viewpoint and understanding of trust would be dependent on their 
own experience (Caldwell & Hayes, 2007; Rousseau, 1995), what each person on the staff 
had in common is the trust they collectively had in their leader; this could be shared and 
expressed in a group forum (Merton, Fiske & Kendall, 1956). The aim of the focus group 
interview therefore, was to encourage a variety of viewpoints on the topic, not to reach a 
consensus. According to Kvale and Brinkmann (2009), "focus group interviews are well 
suited for exploratory studies in a new domain, since the lively collective interaction may 
bring forth more spontaneous expressive views and emotional views than in individual, often 
more cognitive, interviews" (p. 150). However, the focus group tool has two downsides: it 
reduces the control of the interviewer as the interaction often does become quite lively and 
spontaneous (Kvale & Brinkmann, 2009); and, because of the public nature of the process, 
it can prevent delving as deeply into the individual view (Ruban & Ruban, 2005). These 
downsides did not deter the use of focus group interviews for the study; rather, it was 
important to note them so interviews could be structured in such a way to reduce any 
negative impact on the data collected (see interview structure) and to limit the number of 
participants in each group.  
Staff members at each school were invited to be part of a focus group. The invitation was 
sent out a week prior to the site visit via an email. That email had a link to a wiki. The wiki 
allowed staff to self-select from one of nine focus group interview times. If the nominated 
59 
 
times did not suit, a staff member could email the researcher directly to arrange another 
time. This meant that the organization and scheduling of the interviews was done 
independently of the school. This was done for two purposes; firstly, so as not to create an 
administrative burden on the school; and secondly, to ensure that staff were not coerced to 
participate. During the visit Heads encouraged staff to participate, acknowledging that they 
were busy people (see Chapters 5 to 8), but no evidence of coercion to participate was 
observed.  
Focus Groups generally consisted of a mixture of teaching and administrative staff so as 
to gain a perspective of the phenomenon from a wide range of people. The number of 
interviews and the size of the groups varied from school-to-school (Table 3.1). Some 
individuals wished to meet with the researcher in a one-one-one interview to convey a very 
personal story. The iterative process of data collection and analysis eventually led to a point 
of data saturation; that is, no new information emerged from the focus group interviews 
(McCraken, 1988). This typically occurred around the fourth and fifth interview but for one 
case it did not occur until the eighth interview. 
To examine the trust relationship between the Head and the Chair of the governing body 
the traditional one-on-one interview form was used. The one-on-one interview is a more 
controlled form as the researcher is able to "mine" for specific descriptions of the Head’s 
practices that engender the trust of the Chair. While being a one-on-one interview, the form 
was still semi-structured, that is, scheduled in advance at a specific time and location with a 
predetermined set of questions to begin the conversation about the trust relationship. 
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Table 3-1 Interview structure for each case 
Group size Case 1 Case 2 Case 3 Case 4 
One-on-one interviews 
(excluding Head and Chair) 
7 7 8 7 
Two persons 3 4 1 2 
Three persons 1 0 1 4 
Four to six persons 0 1 1 2 
Six to ten persons 0 0 1 0 
Total number of interviews 11 12 12 15 
Total staff interviewed 
(excluding Head and Chair) 
17 25 24 32 
  
Interviewer qualifications 
The role of the researcher in the interview process was that of a mediator, prompting 
participants to share their perspective on the issues at hand with carefully chosen questions. 
The researcher's integrity, knowledge, honesty, and fairness were critical to the quality of 
the scientific knowledge collected (Kvale & Brinkmann, 2009). The researcher's integrity not 
only went to confidentiality for the participants, but also in the publication of findings that 
are accurate and a true representation of the information collected. Integrity is particularly 
important when there is only one researcher, as was in the case of this study. Kvale and 
Brinkmann (2009) state that a good interviewer knows the topic of the interview, has 
mastered conversational skills and is competent in asking questions that are not leading or 
biased. In this study the researcher has had extensive knowledge of the topic and an 
intimate understanding of the context had over 15 years-experience as a Head in two, large 
independent schools. As an independent Head, the researcher has conducted countless 
employment interviews, mastering interviewing and questioning techniques to ensure that 
the responses elicited are an accurate representation of the candidate's abilities. Bias was 
controlled by taking the role of listener above questioner or contributor. This is evidenced in 
the recordings of the interviews. Bias was also controlled with the administration of a 
confirmation survey, outlined later in this chapter. 
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Interview structure and questions 
At each school a private room was provided to enabled interviews to occur without 
disruption. Each interview was recorded digitally (audio only). The structure of the 
interviews flowed through four stages. The interviews commenced with an introduction of 
the researcher because “interviewees will want to have a grasp of the interviewer before 
they allow themselves to talk freely and expose their experiences and feelings to a stranger" 
(Kvale & Brinkmann, 2009, p. 128). For this reason it was important that a rapport was 
quickly established with the group (or individual) to create a safe and comfortable 
environment for the group to share their experiences (DiCicco-Bloom & Crabtree, 2006). In 
three cases the researcher was introduced to the whole staff by the Head at a briefing. 
Stage two of the interview was a briefing of the topic and the purpose of the focus group 
interview. Participants were also told about the use of the audio recorder and were then 
asked to sign a consent form.  
Stage three was the exploration phase where the questioning and conversation was 
aimed at gaining an in-depth understanding of the phenomenon. DiCicco-Bloom and 
Crabtree (2006) advise that the opening question should be sufficiently focused so that the 
group has a relatively shared experience about the topic. From there, questions were brief 
and simple, probing participants for descriptions of actual practices of the Head that has 
engendered their trust in him/her. Flexibility was built into the interview as the iterative 
nature of the process often resulted in the need to alter questions, or new questions 
emerged as the data were collected.  
The final stage of the interview was the analysis. Kvale and Brinkmann (2009) state “that 
the ideal interview is already analysed by the time the [audio] recorder is turned off" 
(p.190). Qualitative data analysis ideally occurs concurrently with the interview as the 
researchers generate an emerging understanding about the research topic (DiCicco-Bloom & 
Crabtree, 2006). Therefore, the last stage of the interview involved analysing the data using 
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a technique known as meaning condensation (Kvale & Brinkmann, 2009). Meaning 
condensation entails an abridgment of the meanings expressed by the participants in the 
focus groups; long statements are rephrased by the researcher and compressed into briefer 
statements. These were then reiterated to the group for confirmation and clarity of 
understanding. A sample of the interview structure and questions asked is included in 
Appendix 4. 
During the interviews some practices were articulated consistently across several focus 
groups. However, some practices were only identified by a single person in a one-on-one 
interview. It could easily be justified that the practices identified only once be omitted from 
the analysis but it was decided to respect the view of the individual as the practice was 
obviously important to them. Corroboration of each of the condensed statements collected 
from the interviews was confirmed in a staff survey (see validity and reliability below). At 
that point, if other staff had not seen the practice, nor placed a high degree of value in it in 
terms of their decision to trust the Head, it was omitted from the final case write up.  
After the interview was concluded the data collected was coded. Coding is an interpretive 
technique that both organizes and provides meaning to the data (Kvale & Brinkmann, 2009). 
Coding required segments within the interview recordings or transcripts (in this case, the 
condensed statements) to be demarcated, with each segment labelled with a code. The 
codes for the data analysis were derived from the Podsakoff et al. (1990) six factor 
transformational leadership framework. The code words are marked in bold:  
1. Identifying and articulating a vision; 
2. Providing an appropriate model; 
3. Fostering an acceptance of group goals; 
4. High performance expectations; 
5. Providing individualised support; 
6. Intellectual stimulation  
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A seventh category, other, was added for statements that could not be linked to any of 
the six transformational behaviours in the framework. This was analysed at a later point 
(see Cross-case analysis, Chapter 9).  
Observation—Shadowing of the Head  
     Observation as a research method has been in existence since Aristotle used 
observational techniques in his botanical studies. Adler and Adler (1994) describe 
observation as the bedrock source of human knowledge about the social and natural world. 
The value of observation is that it permits the researcher to study people in their natural 
environment in order to understand the situation and phenomenon from their perspective 
(Baker, 2006). Observation involves the systematic recording of observable behaviour in a 
natural setting (Gorman & Clayton, 2005). 
  Six different roles that the researcher can take in observation methodology have been 
collated from previous literature and described by Baker (2006). These roles include: 
1. Non- participation – which involves no level of involvement with the people being 
observed; the researcher observes from an entirely different environment; 
2. Complete observer – where the researcher plays a passive role; they are on the 
scene but do not interact; 
3. Observer-as-participant – while mostly observing, the researcher can conduct short 
interviews to clarify data; 
4. Moderate or peripheral membership – the researcher maintains a balance between 
participation and observation; 
5. Active participation – the researcher becomes more involved in the central activities 
of the people being observed; 
6. Complete participation – researchers act as members, and not researchers. 
  For the current study the researcher assumed the role of observer-as-participant. In this 
role, the case was observed; that is, the Head of the school was shadowed in his/her normal 
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setting. This allowed short interviews to be conducted to validate data (Baker 2006). 
According to Pearsall (1970), the main advantage of this role is that people are more willing 
to talk with “attentive strangers” than they would be to talk with people with whom they are 
more familiar. This advantage suggests that staff may be more willing to talk to the 
researcher (i.e. a relative stranger) about matters of trust in the staff-head relationship 
knowing that their position is not threatened than it would if there was a more familiar 
relationship (staff positions in independent schools are also more tenuous than their 
government counterparts). The downside of this role is that brief encounters limited 
opportunities for gaining knowledge of total situations (Pearsell, 1970). 
    The researcher visited each school to study each case. In conjunction with interviews 
with staff and the Chair, data were collected by shadowing the Head, observing his/her daily 
interaction with his/her staff. Baker (2006) suggests that the length of time spent observing 
in the field will depend on the research problem and the role assumed by the researcher. 
For example, Moukdad and Large (2001) only required two, thirty-minute sessions in one 
day to collect data for their project while Davis (2004) collected data over a three-month 
period. Other researchers spend years in the field. For the current study, each Head was 
shadowed for three-to-four days. The purpose of shadowing was to observe the Head’s 
interactions with staff and to see first-hand practices that engender trust as described in the 
interviews with staff.  
  Data collection was in the form of field notes. What was observed was recorded. The 
notes were categorized as either observational, method, theory or personal notes 
(Chatmann, 1992). Observational notes detailed what was actually observed and heard 
while method notes included the strategies that were employed. Theoretical notes were 
attempts to interpret and attach meaning to the observations and personal notes were the 
researchers own feelings about the situation (Polit & Hungler, 1987). As for the analysis of 
data collected in the interviews, data obtained from observation was again coded, or 
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categorized against Podsakoff et al. (1990) framework of transformational leadership and 
the additional other category.  
 A key limitation for this methodology was the lack of training and prior experience that 
the researcher has had in observation methodology. Spradley (1980) and Forsythe (1998) 
state that the proper application of qualitative methods and techniques can only be achieved 
by trained observers. While acknowledging that there was a lack of prior training, this was 
compensated by the extensive prior experience the researcher has had of the context of the 
study and role as an independent school Head. Sandstrom and Sandstrom (1995) suggest 
that researchers should have a grounding in the literature on observation methodology 
before they start a project so previous mistakes can be avoided. Time was spent becoming 
familiar with observational techniques through reading and advice from other, more 
experienced researchers. 
Another difficulty in observational research is the possibility that the behaviour of the 
participants will be influenced by the act of observation (Cotton, Stokes & Cotton, 2010). 
Some Heads may have been so self-conscious that they were being observed that their 
interactions are tainted. To overcome this possible drawback the researcher ensured that a 
rapport with each Head was developed so he/she was more comfortable with the exercise. 
While there may still have been the potential for behaviours to have been influenced by the 
act of observation, this limitation was not seen to be particularly negative. The process of 
observation in the study served another key purpose—that of confirming the data collected 
during the interviews. 
Cross-case analysis 
The cases are reported individually as a narrative in Chapters 5 to 8, revealing the key 
practices of each of the highly trusted transformational leaders studied. A cross-case 
analysis of the cases, look for the binding concepts, themes or functional relationships that 
string the cases together and shed light on the quintain (Stake, 2006) occurs in Chapter 9. 
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The cross-case analysis reveals both the commonalities and differences of trust action 
across each of the cases and conveys the most important findings as assertions. It is 
important to note that these assertions are the findings about the development of trust by 
transformational Heads with his/her staff and Chair; the evidence provides a logical 
persuasion that the assertions are credible, but will not necessarily be beyond dispute. It is 
anticipated that the final assertions provide a greater understanding of the development of 
trust and can be used by other Heads wishing to bring about change in their school or 
organization.  
The cross-case analysis is again structured using Podsakoff et al. (1990) transformational 
leadership framework. The analysis looks for commonalities and differences between each of 
the cases under that framework. An examination of the ‘other’ category occurred at this 
stage of the research.  
 
Validity and reliability  
As with all research, the issues of validity and reliability need to be addressed. Qualitative 
research has been criticized on the grounds of reliability and validity. The standard 
objections are identified by Kvale and Brinkmann (2009), particularly in relation to data 
collected through interviews. These include: the subjective, rather than objective nature of 
interviewing; the potential bias of the data collected; the chance of leading questions being 
asked resulting in unreliable information; and; the chance of subjective, rather than inter-
subjective interpretation of the information. These objections are particularly pertinent when 
there is a single researcher undertaking the study and therefore they needed to be 
addressed. 
Chatman (1992) mentions three types of validity for qualitative research of a 
phenomenon: face, criterion, and construct. Face validity asks whether or not what has 
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been observed in the field makes sense or fits within a plausible frame of reference. 
Criterion validity refers to the accuracy of the findings, which can be addressed by using 
more than one source of data collection. Construct validity refers to the analysis stage of the 
study when the researcher determines how well the data supports the phenomenon being 
studied. 
Face validity was a referencing of the data collected to literature on trust and its 
development. Trust has been extensively written about. Many commentators have 
suggested, or provided advice on how trust can be established and maintained, including 
Sergiovanni (2005), while other research-based literature has provided various frameworks 
for the development and maintenance of trust, including Day (2009), Hoy and Tschannen-
Moran (1999), Ghamrawi (2011), Kagy (2012) and Coleman (2012). Decisions were made 
on whether or not what was observed and collected made sense or fitted within literature on 
trust already published by cross-referencing the findings against one of the above 
frameworks. This occurs in Chapter 9.  
A key risk to the criterion validity of this qualitative study was researcher reliability, 
particularly with a single researcher collecting the data. This is a particular issue when data 
are collected through observation and interview. Researcher bias can potentially occur, 
causing selective recording of information or the subjective interpretation of situations 
(Baker 2006). While it is recommended that more than one researcher observe behaviour to 
remove potential bias this was not possible. Instead, other strategies to improve validity and 
reliability were used, including participant feedback and the use of more than one method of 
data collection; interview and observation (Cotton, et al., 2010). Criterion validity was 
therefore improved by providing a greater spectrum of evidence for the findings. 
According to Hammersley (1992), observational methods do have a strong claim to 
[criterion] validity because they are generally used to investigate actions in a natural setting, 
providing a first-hand view of the actions rather than in an artificially induced context, such 
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as an experiment. However, to improve what Johnson (1997) describes as descriptive and 
interpretative validity, data recorded from the observation phase of the project were 
provided to the respective Head for feedback on its accuracy and to enable him/her to 
comment on any accidental omissions made by the researcher. Data include direct quotes 
by the Head and theoretical notes or interpretations of what was perceived to be occurring. 
With each case the Head was able to validate the notes and provide his/her personal 
perspective on the interpretation of the events during a debrief session each day of the visit 
and again when he/she was provided an opportunity to read the draft case notes.  
Finally, construct validation occurred with a triangulation exercise to see how well the 
information collected interpreted and supported the phenomenon being studied. Stake 
(2006) asserts that “good [qualitative] researchers want assurance of what they are seeing 
and hearing; they want assurance that they are not over simplifying the situation” (p. 33). 
Rudestam and Newton (2001) define triangulation as the practice of soliciting data from 
various sources as a way of corroborating evidence. Specific practices observed, or 
discovered during the interviews, were collated into a survey and distributed to staff at each 
school. Staff members were asked to confirm that they had observed the identified practice 
of their Head and then indicate on a three point Likert-scale their personal value of the 
action in terms of it building their trust in their leader. The intention of this exercise was to 
omit any of the practices from the final report on each case if they had only been seen by a 
few staff members (less than 20) of if staff did not rate them very highly. 
Ethical considerations 
There are a number of ethical issues relating to the field of human research, particularly 
in qualitative research where a researcher is observing people and gathering data about 
relationships through interviews. Phase One of the study, identification of four cases to be 
studied, produced a report on the level of transformational leadership and trust for each 
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Head participating in the initial sample selection process. These data were produced from 
the administration of the TLM and the OTI. The reports were provided to all participating 
Heads, regardless of whether or not they were selected for Phase Two of the study. These 
reports went directly to the Head and were not provided to their Chair of the governing 
body. Some results revealed a low trust relationship, and therefore could have potentially 
jeopardised the Head’s employment. It was the decision of each Head as to what they did 
with the data provided. 
Phase Two of the study, a multicase study of four, highly trusted transformational 
leaders, had ethical considerations pertaining to both the interview data collection process 
and the observation data collection.  These are discussed each in turn.  
Interview 
 DiCicco-Bloom and Crabtree (2006) identified a number of ethical issues that needed 
consideration when collecting data through interviews. One of the dangers was the potential 
for unintended harm to individual people participating in the interview. During the focus 
group interviews, views may have been expressed that evoked emotive reactions or intense 
feelings from participants, particularly if a person described or recalled a situation where 
trust had been broken. While the possibility of this was real, all participants taking part in 
the focus group interviews had given prior consent; those who had experienced broken trust 
relationships would have hopefully abdicated themselves. However, should participants had 
experienced grief or intense feelings the researcher was prepared to debrief with individuals 
after the interview or offer psychological support through the counselling services provided 
by the individual school. 
Another issue identified by DiCicco-Bloom and Crabtree (2006) related to the anonymity 
of the interviewees in relation to the information that they shared. During the interview 
participants may have shared information or vented frustrations and experiences that could 
have jeopardised their position or employment. It was important that information remain 
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anonymous so interviewees were protected from potential conflict. However, anonymity was 
harder to protect in a focus group interview. Participants of the focus group were free to 
discuss their experiences of trust but it was made clear at the commencement of the 
interview that the discussions should remain confidential and any potentially damaging 
information should not be shared outside the confines of the interview. Again, the risk of 
individuals jeopardising their positions when the information shared was real. As the cases 
studied are those of a high trust nature information shared was generally of a positive and 
affirmative nature.  
Written consent was gathered from each of the interviewees once they understood the 
purpose and intent of the study. Participants had the right to disengage from the interview 
at any time (DiCicco-Bloom & Crabtree, 2006). 
Observation 
One of the major factors associated with observational studies is the perceived abuse of 
an individual’s privacy (Alder & Alder, 1994). The risks in relation to the observation part of 
the study included the possibility of overhearing conversations of a personal nature or that 
might have had an impact on a person’s performance or employment. Spradley (1980) 
suggested that the following guidelines are followed; these guidelines come from the 
American Anthropological Association: 
 study participants come first; 
 their rights, interests, and sensitivities should be safeguarded; 
 participants have the right to know the aims of the research; 
 the privacy of participants will be protected; 
 the participant will not be harmed or exploited in any way; and, 
 reports will be made available to the participants. 
Over the course of the study trust between the participants and myself as researcher was 
a key consideration. For that trust to be established, transparency as to the purpose of the 
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study was disclosed at the outset and clear parameters and guidelines set with the staff and 
Chairs of the participating schools.   
During the observations the wishes of the Head were respected. If they had a 
confidential conversation that they did not wish to be observed that was respected. Each 
time the researcher observed a meeting with the Head and a member, or members of staff, 
their verbal consent was gained prior to the meeting commencing. 
Overall, the study was conducted in accordance with the conditions of ethics approval by 
Queensland University of Technology (Ethics Approval Number: 1100001531). There were 
no ethical issues/concerns reported by the participants. 
Direct quotes have been used in the following chapters. While staff members have 
provided written consent, fictitious names have been used to protect the identity of all the 
participants. Data from both the interviews and observations has been stored securely so as 
not to compromise the privacy of the participants during collection and in the future. 
 
Summary 
This Chapter has outlined the research design and process employed to answer the key 
question: What leadership practices contribute to the creation and maintenance of trust 
between a transformational school leader and their staff and Chair of the governing body? 
The study was undertaken in two phases. Phase One was the identification of the four cases 
to be studied; that is, four highly trusted transformational leaders. Phase Two was the 
multicase study of those four highly trusted leaders. The Chapter has also considered the 
issues of validity and reliability for the study and the ethical considerations relating to the 
field of human research, particularly in qualitative research. In Chapter 4 the outcomes of 
Phase One, and the subsequent identification of the four cases to be studied in Phase Two, 
are reported. 
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Chapter 4 - Phase One data analysis 
The first phase of the research was designed to select four highly trusted 
transformational school leaders to participate in Phase Two, a multicase study. The following 
selection criteria were used to identify the four cases for the multicase study. These were 
Heads from AHISA who were: 
1. transformational leaders; 
2. from schools with a staff greater than 120; 
3. from schools with an open employment policy; 
4. highly trusted. 
An invitation to participate in Phase One of the research was sent out to all 385 members 
of AHISA. Approximately 177 of those members have schools with a staff larger than 120; 
28 of those members volunteered. The volunteers represented a diverse range of schools 
from across the country: metropolitan and rural schools, high fee and low fee schools, single 
sex and co-educational schools, schools with staff numbers between 120 and 430, and 
religious affiliated and secular schools. 
Each volunteer Head was provided an email template to send to their staff and Chair of 
the governing body. Embedded in the email was a link to a survey containing the 
Transformational Leadership Measurement tool (TLM) and the Organizational Trust 
Inventory (OTI). Heads also completed a School Profile Survey. The surveys were web-
based, hosted on a private password-protected account at www.surveymonkey.com  
Surveys were open for at least 10 days. Some schools needed a reminder as the response to 
the survey was slow or the Head had not sent it out.  
It was important that a certain level of confidence in the survey results was achieved. 
The response rate to each survey therefore, was a consideration before analysing the data 
collected. There are many suggestions from statisticians as to what constitutes a reliable 
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survey response rate. Van Bennekom (2012) is regarded as a reliable source on the 
question. Van Bennekom proposes that the percentage of the population responding to a 
survey is linked to the accuracy of the survey results, articulated as a +/- margin of error. 
Simplistically, as the percentage of the population being surveyed increases so does the 
accuracy of the findings. For example, if 20% of a staff of 100 responded to the survey then 
the results can be assumed to be of an accuracy of 95% with a +/- 20% margin of error 
(the 95% is a level of confidence chosen by convention). The greater the response rate of a 
school, the greater the accuracy, that is, the lower the margin of error. For example, if 50% 
of the 100 staff responded to the survey the accuracy improves to 95% with a +/- 10% 
margin of error. However, as the size of the population being surveyed increases, a smaller 
response rate is required to achieve the same margin of error: For example, in a population 
of 500 only 5% need to respond to achieve the same accuracy of 95% with a +/- 20% 
margin of error as for a staff of 100 and a response rate of 20%. 
Using an online response rate accuracy calculator 
(http://www.custominsight.com/articles/random-sample-calculator.asp) response accuracies 
were calculated for each participating school. Only schools that returned an accuracy greater 
than 95% +/- 15% margin of error were included in the data analysis (Table 4.1). This 
margin of error was considered as acceptable for the purposes of selecting schools to 
participate in Phase Two. Of the 28 volunteer schools, three schools failed to return a level 
of confidence in their survey results of 95% +/- 15%, one school withdrew from the project 
and five schools did not commence the survey leaving 19 schools in the following analysis. 
A visual analysis of the data collected from those 19 schools follows, but it should be 
noted that the range for the margin of error for each participating school was +/- 4.5% to 
+/- 14.3%. The schools included in the tables that follow have been ranked from ‘least trust’ 
in the leader to the ‘most trust’ in the leader.  
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Table 4-1 Level of confidence of survey results for the 19 schools 
 Total staff Respondents % Response Level of confidence 
School 13 200 72 36.00% 95% +/- 9.2% 
School 12 430 132 30.70% 95% +/- 7.1% 
School 1 120 44 36.67% 95% +/- 11.8% 
School 16 196 69 35.20% 95% +/- 9.5% 
School 2 155 60 38.71% 95% +/- 9.9% 
School 21 260 73 28.08% 95% +/- 9.7% 
School 17 152 73 48.03% 95% +/- 8.3% 
School 14 210 47 22.38% 95% +/- 12.6% 
School 23 240 61 25.42% 95% +/- 10.8% 
School 22  260 43 16.54% 95% +/- 13.7% 
School 4 160 69 43.13% 95% +/- 8.9% 
School 8 305 44 14.43% 95% +/- 13.7% 
School 9 170 54 31.76% 95% +/- 11% 
School 3 120 96 80.00% 95% +/- 4.5% 
School 27 190 78 41.05% 95% +/- 8.5% 
School 11 135 59 43.70% 95% +/- 9.6% 
School 19 130 36 27.69% 95% +/- 13.9% 
School 10 207 59 28.50% 95% +/- 10.8% 
School 6 140 74 52.86% 95% +/- 7.8% 
 
Data Analysis  
The 19 remaining schools met selection criteria 2 and 3. This was confirmed in the School 
Profile Survey sent to the Head of each of the schools (Appendix 3). Criteria 1 and 4 were 
assessed using the online survey to measure the participating Head’s transformational 
leadership behaviour and current level of trust. 
 
Criteria 1: Transformational leadership 
The TLM is a 23-item questionnaire measuring six factors, or behaviours of transformational 
leadership (Appendix 1). Table 4.2 shows which items on the questionnaire measured each 
of the six factors. Staff members at each school were asked to respond to each item using a 
seven point likert scale with one being ‘strongly disagree’ and seven ‘strongly agree’.  
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Table 4-2 Allocation of the 23 items to each transformational leadership factor 
Five items measured Identifying and articulating a vision: Items 3, 10, 13, 15 and 19 
Three items measured Providing an appropriate role model: Items 4, 6 and 21 
Four items measured Fostering an acceptance of group goals: Items 12, 17, 20 and 23 
Three items measured High performance expectations: Items 1, 8 and 11 
Four items measured Providing individualised support: Items 2, 5, 7 and 9 
Four items measured Intellectual stimulation: Items 14, 16, 18 and 22 
 
To determine a Head’s ability to meet criterion 1, the responses for each of the items on 
the questionnaire were averaged. Following this, the average response for each item for 
each of the six factors was tallied and again averaged, providing a score out of seven for 
each of Podsakoff’s six key behaviours of transformational leaders (Table 4.3).  
 
Table 4-3 Method of calculation for each of the six transformational leadership factors 
Factor Method of calculation 
Identifying and articulating a vision = item 3 + item 10 + item 13 + item 15 + item 19 
5 
Providing an appropriate role model = item 4 + item 6 + item 21 
3 
Fostering an acceptance of group goals = item 12 + item 17 + item 20 + item 23 
4 
High performance expectations = item 1 + item 8 + item 11 
3 
Providing individualised support = item 2 + item 5 + item 7 + item 9 
4 
intellectual stimulation = item 14 + item 16 + item 18 + item 22 
4 
 
A similar method of computation was used by Menges, Walter, Vogel and Bruch (2011) in 
their study on transformational leadership climate. They also used the TLM. However, rather 
than providing a score for each factor they calculated an overall TLM score by tallying the 
average for all 23 items. 
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The median for each factor on a one to seven likert scale is four. Therefore any score 
above four for each of the factors indicates that the particular Head is demonstrating, to a 
degree, that aspect of transformational leadership behaviour as perceived by their staff and 
Chair. All the Heads who volunteered to be part of Phase One scored above the median for 
each factor and therefore met criteria 1. Table 4.43 shows each participating Head’s overall 
transformational score calculated by adding of the six factors and subtracting the median. 
The median in this case is 24 (6x4=24); any positive score (+) indicates that the Head is 
demonstrating transformational leadership behaviours.  
 
                  
Table 4-4 Overall transformational leadership score for each school 
 Total transformational 
score 
School 13 6.91 
School 12 5.33 
School 1 5.81 
School 16 8.28 
School 2 7.66 
School 21 8.74 
School 17 9.35 
School 14 8.94 
School 23 12.55 
School 22  10.85 
School 4 10.58 
School 8 11.54 
School 9 10.79 
School 3 10.41 
School 27 10.49 
School 11 11.39 
School 19 11.87 
School 10 12.75 
School 6 12.79 
                                            
 
3 NB. The rank order for each of the tables contained in the chapter is on the basis of ‘least trust’ in 
the leader to the ‘most trust’ in the leader, and not ‘least’ transformational leadership score to ‘most’ 
transformational score. 
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Overall transformational score = (factor 1+ factor 2 + factor 3 + factor 4 + factor 5 + factor 6)  -  24 
 
Criteria 4: Trust 
The Organizational Trust Inventory (OTI) developed by Nyhan and Marlow (1997) was 
used to measure a staff member’s trust in his/her Head/Principal and work organization. The 
OTI is a 12-item scale, with eight items measuring trust in the leader and four items 
measuring trust in the organization. 
As for the TLM, each item was measured on a seven point likert scale (with one being 
‘nearly zero’ and seven being ‘nearly 100%’) with the median for each item being four. To 
analyse the data collected, the average response for each of the eight items measuring trust 
in the leader were totalled (item 1 + item 2 + item 3…+ item 8). Any score above the 
median for the total of these eight items indicates that the particular Head is trusted by their 
staff and Chair. The median in this case is 32 (4x8=32). 
The study however, was focused on ‘highly’ trusted leaders. To ascertain the degree to 
which each Head was trusted at the point in time the survey was administered, the median 
for the first eight items (32) was then subtracted from each Head’s score giving a ‘trust in 
the leader’ indicator. The trust in the leader indicator ranges from 0.01 (minimal trust) to 24 
(total trust). All the Heads who volunteered to be part of the project were trusted to some 
degree. Table 4.5 ranks each of the participating Heads from lowest level of trust to the 
highest level of trust.  
The same process of calculation was administered for the four items measuring an 
individual’s trust in the organization. The average response for each item was tallied and 
compared to the median, which in this case is 16 (4x4=16) (Table 4.6).   
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Table 4-5 Trust in the leader indicator  Table 4-6 Trust in the organization indicator 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
It should be noted at this point that trust is impacted by any number of factors such as 
the introduction of change or the impact of staffing restructures or difficult decisions which 
have an emotive impact and cost to people. Heads often describe their having a ‘trust bank’; 
once they have made enough deposits they can then make a withdrawal, for example, 
introduce a major change. Keeping in mind that the survey was administered at a ‘point in 
time’, a number of correlations between data were found where the correlation (Pearson’s) 
was calculated by the following: 
 Trust in the 
leader score 
School 13 7.17 
School 12 9.23 
School 1 9.61 
School 16 11.51 
School 2 13.92 
School 21 15.29 
School 17 15.41 
School 14 15.64 
School 23 17.01 
School 22  17.24 
School 4 17.12 
School 8 17.31 
School 9 17.90 
School 3 18.14 
School 27 18.44 
School 11 19.10 
School 19 19.37 
School 10 19.58 
School 6 20.88 
 Trust in the 
organization score 
School 13 2.82 
School 12 3.37 
School 1 3.87 
School 16 2.74 
School 2 5.77 
School 21 4.30 
School 17 5.59 
School 14 5.49 
School 23 7.69 
School 22  5.94 
School 4 6.01 
School 8 6.51 
School 9 3.89 
School 3 7.57 
School 27 6.22 
School 11 8.33 
School 19 6.81 
School 10 7.24 
School 6 7.61 
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Only a small correlation was found between a Head’s length of ‘tenure’ (X) and ‘trust in 
the leader’ (Y) (r=.34). This finding suggests that leaders who are not well trusted do not 
necessarily become more trusted as time goes by. It can be hypothesised that there was a 
disparity in what each of the leaders was doing that was impacting the level of trust in each 
school. Over time that behaviour has continued implications. Trust grows through specific 
practices which the study aimed to identify.  
Visually this correlation is illustrated in Figure 4.1. The trend line on the figure (linear) 
indicates an increasing level of trust over time. A cluster of trusted leaders (with the 
exception of School 12) appears between nine and 16 years. This is most likely a result of 
the contractual arrangements of independent school Heads. Most Heads are contracted for 
five years with a further term, or terms offered. It could be safely assumed that the Heads 
who have had the longer tenures are those who are competent in their roles and ‘trusted’ by 
their schools and therefore have had their contracts renewed.  
A strong correlation (r=.83) was found between ‘trust in the leader’ (X) and ‘trust in the 
organization’ (Y).  Put simply, the greater the trust staff have in their Head the greater the 
trust they have in their organization. This finding supports Goleman’s (2000) assertion that 
leadership styles account for 70% of organizational climate, which in turn leads to a 30% 
impact on organizational performance. This correlation coupled with a moderate correlation 
(r=.48) between ‘tenure (X) and ‘trust in the organization’ (Y) supports Day’s (2009) finding 
that trust is broadened, deepened and embedded over time. This latter correlation is visually 
illustrated in Figure 4.2. Again, as in Figure 4.1, a cluster of trusted organizations appears 
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between the years 10 and 16 where those Heads who have had their contracts renewed still 
serve.  
As previously discussed in Chapter 3, trust is easy to build in smaller communities 
because trust is often implicitly built upon the development of personal relationships—affect-
based trust (Bryk & Schneider, 2002; Putman, 2000). The current study aimed to identify 
the strategies a Head uses to build trust beyond the forming of personal relationships with 
his/her staff. However, it might have been assumed that with the diversity in staff sizes 
between each participating school (120 to 430) there may have been a correlation between 
the size of the staff and ‘trust in the leader.’ Only a small correlation existed (r=-.32). School 
size had some bearing on the level of trust in the leader. This finding suggests that trust 
which exists in the participating schools is primarily cognition-based, that is, a follower’s 
belief in the competency of the leader (Schaubroek, Lam & Peng 2011). 
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Figure 4.1 Level of trust in the Head compared with tenure 
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Figure 4.2 Trust in the organization compared to tenure 
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Nyhan and Marlow (1997) have stated that the OTI can be used to support the 
investigation of the relationship between trust and transformational leadership. Indeed, the 
strongest correlation of data collected for Phase One was found between ‘transformational 
leadership’ (X) and ‘trust’ (Y) (r=.92). The greater the transformational leadership behaviour 
of the Head, the stronger the level of trust the staff had in him/her. This finding supports 
Hoyt and Blascovich’s (2003) study where they found that followers reported greater trust 
when led by a transformational leader, and Gillespie and Mann’s (2004) finding that 
transformational and consultative leadership styles had a strong correlation with team 
members' trust in their leaders. The identification of a strong correlation by the current 
study infers that trust and transformational leadership go hand-in-hand. 
 
Selection of cases 
The purpose of the study was to examine the practices of highly trusted leaders. The 
cases were selected because of their ability to provide the most relevant and usable 
information about the quintain (Stake, 2006); the quintain being the practices that engender 
trust.  After meeting selection criteria 1, 2 and 3, the final selection of cases was determined 
by the ‘trust in the leader’ scores. The six highest scoring schools were selected to 
participate (four schools plus two reserve schools). Those six schools included (from highest 
to lowest score) School 6, 10, 19, 11, 27 and 3. However, the Head of School 3 was the 
founding Head of his school. Having been a founding Head, I can hypothesise that the level 
of trust he has would have been through the hands-on approach needed for a development 
of a new school. That approach fosters very close relationships with staff. Supporting this 
hypothesis was the response rate for School 3; 80% of staff responded to the survey 
without a reminder email being sent out. Including that school in the multicase analysis may 
not have revealed as much about the quintain as the next highest ranked school, School 9, 
where the Head had only served one year. This Head scored a similar level of trust to the 
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other highly ranked Heads but achieved this in his first year of tenure. It was thought that 
including this Head in the study would provide an interesting comparison between his/her 
practice and that of the five, longer-serving, highly trusted Heads.  
Table 4.7 provides the data for each of the six schools selected for Phase Two of the 
study. Those schools represent a diversity of cases: schools ranging from 140 staff to 207 
staff, Heads who have only served one year to a Head who has served for 16 years, three 
male Heads and three female Heads, and three single sex schools (girls’ schools) and three 
co-educational schools. All but one of the schools were P to Year 12, the sixth was a 
secondary school only.  
The Heads of each of the six schools were contacted at the end of Phase One of the 
study and asked if they would participate in Phase Two. Each school was visited in turn, 
with one school scheduled to be visited a school term (Term 1 2012, Term 2, 2012, Term 3 
2012, Term 4 2012, Term 1 2013 and Term 2 2013). The visit to each school was scheduled 
according to the Head’s preference. School 9 was visited first, followed by School 27, School 
 
 
Table 4-7 Final data for the cases selected to be part of the multicase study 
 
 
 Staff Level of 
confidence 
Transformational  
leadership score 
Trust in the 
leader 
Trust in the 
organization 
Total 
trust score 
Tenure 
School 9 170 95% +/- 11% 10.79 17.90 3.89 21.79 1 
School 27 190 95% +/- 8.5% 10.49 18.44 6.22 24.66 10 
School 11 135 95% +/- 9.6% 11.39 19.10 8.33 27.43 5 
School 19 130 95% +/- 13.9% 11.87 19.37 6.81 26.18 13 
School 10 207 95% +/- 10.8% 12.75 19.58 7.24 26.82 13 
School 6 140 95% +/- 7.8% 12.79 20.88 7.61 28.49 16 
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6 and School 10. Schools 11 and 9 were scheduled for Term 1 and Term 2 2013. However, 
as no schools had dropped out of the study and significant patterns in the data had 
emerged after four schools, Schools 11 and 19 were not required to participate.  
 
Summary 
This chapter has presented an analysis of the data collected during Phase One of the 
research. In doing so, it has identified a strong correlation between trust and 
transformational leadership (.92) which will be expanded on in Chapter 9 and presented 
a/the key finding of the study. However, the primary purpose of Phase One, and therefore 
the chapter, was to identify the four, highly trusted transformational leaders to participate in 
the multicase study. On the basis of the data analysis, those cases were: Case 1- School 9, 
Case 2 – School 27, Case 3 – School 6, and Case 4 – School 10.  
The following four chapters (5 to 8) present the case studies of Schools 9, 27, 6 and 10 
respectively. A similar structure is used to guide the discussion in each of the case studies. 
Each case study reports the key data sources collected: the interview with the Head of the 
School, the Chair of the governing body, and focus groups with teachers and non-teachers; 
observations of the Head and his/her interaction with the staff and school; and; the staff 
confirmation survey. Additional evidence was occasionally provided by staff members in the 
form of email correspondence which has also been included. The focus of each case study 
chapter is to capture a sense of the ‘quintain’ or phenomenon being studied, that being the 
practices of a highly trust Head which generate trust with his/her staff and Chair.  
Each of the case study chapters is divided into five main sections (Figure 4.3). The first 
section provides the contextual setting of the case, that is, the background information 
about the school, the Head and the Chair. The second section provides an overview of the 
visit to the school, including an overview of who was, and how many people were 
interviewed. The third and fourth sections report the practices identified, through the 
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interviews and confirmation survey, that promote trust between the Head and the staff and 
the Head and the Chair. The final section is a summary of the results. Chapter 9 moves into 
a cross-case analysis of each of the cases. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Contextual 
setting 
The visit 
Head/staff 
relationship 
Head/chair 
relationship 
Summary of 
findings 
Figure 4.3 Structure for each case study report 
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Chapter 5 – Case 1: School 9 
School 9: The context 
School 9 is a large, co-educational school nearing its 20th anniversary. It is located in the 
outer metropolitan region of one of Australia’s capital cities. As an outer metropolitan school 
it could be described as a ‘country school’ because of its large bushy campus, agricultural 
programs and student demographic.  The school, set on expansive park-like grounds, has 
modern single and two-storey facilities spread over a wide area. The students are dressed in 
a distinctive uniform.  
At its peak, in the mid-2000s, the school had an enrolment of 1500+ students from the 
first year of school to Year 12, including an international student program. Enrolment has 
been in a decline over the past few years with a current enrolment of 1350 students and 
170 staff. As a result of the decline, the interim Head has had to go through a redundancy 
process which created a level of anxiety amongst staff, as commented by a staff member in 
one of the focus group interviews.  
School 9 can be classified as a mid-range fee school with an annual fee for a Year 12 
student of $9150.  The school has a SES score of 97 reflecting the socio-economic 
background of the families it serves, placing it in the mid-range of Australian families4. 
No significant change had been implemented by the current Head at the time of the visit. 
                                            
 
4 At the time of writing the Australian government provided funding to all independent schools using 
a ‘needs-based’ funding system titled Socio-Economic Status (SES). A school’s SES score is derived by 
selecting a sample of parents’ addresses and mapping these against census collector districts from 
the Australian Bureau of Statistics (ABS). Household income and education data are then used to 
derive an SES score which places the school on a sliding scale of funding entitlement. The scale 
typically ranges from a score of 70 to a score of 130; 70 being the most ‘disadvantaged’ school, or 
school with a parent community who has the least capacity to pay fees; 130 being the most 
‘advantaged’ school, or parent community with the highest capacity to pay fees. An SES score of a 
school can be used as an indication of the culture of the school and the aspiration of the parents who 
send their children there.  
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However, the Council have been developing a new strategic plan. With this plan, the School 
Council will determine the direction for the Head to implement. Under the new plan the 
vision for the school is to be “a vibrant, coeducational church school community that values 
its individuals and is unrivalled in developing and achieving holistic opportunities for the 
futures of its young people” (School 9’s Strategic Plan Document, 2012). The strategic thrust 
of the new plan is “to improve the way they do things, and to raise the expectations of and 
standards of our community.”  
The school is based on three core values, Faith, Learning and Service. 
The Head and the Chair 
In its relatively short history the school has had three Heads and one interim Head, all 
male. The founding Head served the school for 13 years. His headship was marked by rapid 
growth, immense construction and the founding of a school culture embedded in the ethos 
of the church group that owns the organization.  
The second Head served for three years after which an interim Head (a retired Head) 
managed the school while the appointment process for the third Head was completed. The 
current Head (John—pseudonym) has served at the school for a year. This is John’s fifth 
headship, including an acting position and two short-term principalships in the government 
sector. In all he has been a Head for 11 years. He is in his early 50s. Several staff 
commented in interviews that they respected and trusted John because he was a country 
boy like themselves and therefore shared similar values: “He is a ‘shoot from the hip kind of 
guy’” (Pam, Deputy Head of School).  
John was rated as the seventh most trusted leader out of those surveyed for Phase One 
of the research with an overall trust rating of 21.79. John stated in his interview, “I came [to 
the school] after a period of a fair bit of change and disruption of leadership.” His reflection 
of the previous leadership of the school was one of great contrast, the difference between 
the leadership style of the first and second Head, as well as the interim Head, was quite 
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stark. On that basis John decided that his first six months would be “watching and just 
trying to pick up on what the issues [were], the big issues.” 
John described his leadership journey during his 11 years as principal as one of growth 
and learning: 
When I was first a principal I used to go in and just blow apart schools and say, 
‘you know, this has to happen and it has to happen now’… Now [I have grown to 
realise] that I cannot do this job myself, I need to have other people engaged and 
enrolled to make this [sic] change happen. So I just provide opportunities for 
people to engage with improving the school [as] outlined in the strategic plan 
(John, Head of School 9). 
The School Council has had two Chairs in its history. The first Chair served for 12 years 
before handing the role over to the current Chair, (Mark—pseudonym). Mark has served in 
this voluntary role for seven years. His paid career has been in the public service where he 
holds a very senior position. The School Council currently has seven members plus the 
Business Manager, who acts as the Council secretary, and the Head of School, John. 
A summary of the contextual background information for School 9, its Head and Chair of 
Council is summarised in Table 5.1. 
Table 5-1 School 9 background information 
Case 1  
Total Trust Score 21.79 
Ranking 7th most trusted leader from Phase One 
Total Transformational Leadership Score 10.79 
Tenure of the Head 1 year 
Experience as a Head 11 years 
Current Chair’s tenure 7 years 
Total Staff 170 
Annual fee—Year 12 $9,150 
SES Score 97 
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The visit 
During the four day visit to School 9 the school staff members were invited to attend 
focus group interviews. Nineteen people were interviewed including: the Head, the Chair, six 
senior staff members, four middle management staff members, six teachers and two non-
teachers (one non-teacher was also a middle manager). Interviews were either one-on-one, 
in pairs or groups of three. Data saturation was achieved after the fifth interview; that is, no 
new data emerged after that point. A summary of the interviews held and the people who 
attended is contained in Table 5.2. 
Table 5-2 Summary of interviews held at School 9 
Focus group (FG) or 
interview (I) 
number 
Number of 
participants 
Pseudonym Role/position in the 
school 
I1 1 Emily Administration staff 
I2 1 Sam Teacher 
FG3 2 Elizabeth 
Emily 
Senior member of staff 
Head of Department 
I4 1 Bianca Teacher 
FG5 2 Lisa 
Jennifer 
Teacher 
Head of Department 
I6 1 Pam Deputy Principal 
I7 1 Tony Senior member of staff 
FG8 3 Ray 
Janet 
Glen 
Deputy Head of Junior School 
Senior member of staff 
Teacher 
FG9 2 Bronwyn 
Prue 
Head of Department 
Head of Middle School 
I10 1 Sonya Director of Technology  
FG11 2 Jewel 
Anne 
Teacher 
Teacher 
I12 1 John Head of School 9 
I13 1 Mark Chair of School 9 
 
  
The first stage of each focus group interview was the introduction of the researcher. This 
was followed by another briefing of the topic and the purpose of the interview. To ensure 
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that there was an understanding of the topic participants were asked the question, “what do 
you understand trust to be?” There were a variety of responses to this question including: 
Trust is knowing that the person is there to support you and that you can count on 
them. Someone you can go to if you need help (Emily, Administration staff, I1). 
Trust is not conditional, it is unconditional. It is non-judgemental. They [the person 
who you are trusting] are implicit with the need to keep your confidence (Sam, 
teacher, I2). 
It’s being able to rely on someone, being able to rely on them to follow through 
with their word (Bianca, teacher, I4). 
The way people then perceived their trust in the Head and identified practices that were 
important to them was influenced somewhat by their understanding of trust. For example: 
Trust is knowing that the person is there to support you and that you can count on 
them. [I trust him because] he stood by me on an issue with a member of staff; 
that really meant a lot to me (Emily, administration staff, I1). 
Trust is not conditional, it is unconditional. It is non-judgemental. They are implicit 
with the need to keep your confidence. [I trust him because] he doesn’t make 
value judgements… when you are speaking with him he is calm, there is [sic] no 
prying questions, he allows you to divulge to him as much as you need to… He 
does seek further information… He respects my privacy (Sam, teacher, I2). 
It’s being able to rely on someone, being able to rely on them to follow through 
with their word. [I trust him because] as a person he is very approachable…He 
appears to be very concerned with my feelings about certain issues, not only does 
he say he is concerned, he follows through and attempts to make things better… 
He doesn’t sugar coat things, he doesn’t promise things and then not follow 
through (Bianca, teacher, I4). 
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John was interviewed on the first day of the visit to the school. Between interviews, time 
was spent observing John’s interaction with staff and the school in general.  
On the fourth day the Chair of Council, Mark, was interviewed. Mark has been in his role for 
seven years, spanning three of the four Heads, inclusive of the interim Head. 
The remainder of this chapter tells the story of the trust relationship between the Head 
and his staff and the Head and his Chair of Council with the identification of 13 practices 
exhibited by John. 
Staff/Head relationship 
Interview data collected were analysed during the fourth stage of each interview. 
Comments made by interviewees were condensed into shorter statements and repeated to 
the individual or group for confirmation of what was heard, for example, “so you are telling 
me that John actively listens?”  In many cases, the condensed statements made were 
confirmed during observation of the Head in his day-to-day interaction with the staff and 
students of the school.   
In all 13 practices were identified from the staff focus group interviews. These practices 
were coded using Podsakoff’s (1990) six behaviours of transformational leadership with a 
seventh ‘other’ category added for statements that did not fit one of the six. To corroborate, 
or triangulate the data (Rudestam & Newton, 2001) a confirmation staff survey was created 
using the identified practices. The survey confirmed the practices identified in the interviews 
by asking respondents to rate only those practices they had seen on a three point scale: 
‘have seen this but it isn’t important to me’ (zero weighting); ‘this is of some value to me’ (a 
weighting of one); and ‘I highly value this in terms of my trust in John’ (a weighting of two). 
If they had not witnessed the behaviour they were asked not to rate the statement. An 
average score (or ‘importance rating’) was then calculated for each statement with two (2) 
being the highest score possible. If a statement received a score of one (1) or less it was 
the intent to omit it from the final list. In this case no statement was omitted.  Fifty eight 
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staff responded to the survey providing a 95% level of confidence in the results with a +/- 
10.4% margin of error.  
Table 5.3 lists the 13 identified practices in the Head/staff relationship under each of the 
six transformational leadership behaviours along with their importance rating.  
 
Table 5-3 Case 1: Identified practices for School 9 
Code 
(transformational 
leadership 
behaviour + other) 
TLM Score 
for  
Phase One 
TLM Score for  
Phase One 
Importance 
rating 
Identifying and 
articulating a vision 
5.96 None identified  
Providing an 
appropriate role 
model 
6.13 1. Is visible around the school 
2. Openly admits mistakes 
3. Remains calm and level headed 
4. Gets his hands dirty 
1.91 
1.76 
1.93 
1.69 
Fostering 
acceptance of group 
goals 
5.75 5. Is transparent in communication 
6. Values advice and input from staff 
1.87 
1.79 
High performance 
expectations 
6.16 7. Provides clear expectations 1.83 
Providing 
individualised 
support 
5.46 8. Offers trust to staff 
9. Mentors and coaches staff 
10. Actively listens 
11. Cares for staff 
12. Provides affirmation 
1.78 
1.79 
1.92 
1.78 
1.77 
Intellectual 
stimulation 
5.33 None identified  
Other  13. Makes decisions and follows through 
with those decisions promptly 
1.85 
 
Each of these practices is now discussed in turn, listed under their respective 
transformational leadership factor and the seventh ‘other’ category. Supporting evidence for 
each practice is supplied either in the form of a statement or statements from a focus group 
interview or a record of the observed behaviour. 
 
94 
 
Identifying and Articulating a Vision 
For this transformational leadership factor the Head scored 5.96 out of a possible score of 
7.00 on the TLM tool conducted in Phase One of the research. The vision for the school 
under the new strategic plan is ‘to be a vibrant coeducational church school community that 
values its individuals and is unrivalled in developing and achieving holistic opportunities for 
the futures of its young people’ (School 9’s Strategic Plan Document, 2012). While the Head 
has a clear vision for the school no staff reported practices that they appreciated in terms of 
their giving trust to the leader that could be clearly attributed to this factor. 
 
Providing an Appropriate Model 
For this transformational leadership factor the Head scored 6.13 out of a possible score of 
7.00 on the TLM tool conducted in Phase One of the research. Four key practices for this 
transformational leadership behaviour were identified during the data collection. They 
included:  
1. Is visible around the school; 
2. Openly admits mistakes; 
3. Remains calm and level headed; 
4. Gets his hands dirty. 
 
1. Is visible around the school 
Staff interviewed reported how much they valued seeing the Head around the school 
grounds, speaking with parents, students and individual staff, modelling and reinforcing 
behaviours and expectations. They also commented on how much they valued his presence 
at school functions and performances. 
For me he is very visible as a principal. I often see him around the school talking to 
people; talking to students, talking to staff, talking to parents (Glen, teacher, FG8). 
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I see him come to assemblies and chapels in the Junior School which sometimes 
this hasn’t [sic] been the case with principals in the past (Lisa, teacher, FG5). 
Teachers can be a little invisible at times, you can do all this fabulous work in the 
four walls of your classroom but very rarely do other people have access to that… 
Last year [John] attended almost every one of the performances we put on for 
drama… It is just incredible how the students lift when you tell them that the 
principal is in the audience tonight (Bronwyn, Head of Department, FG9). 
Out in the school grounds this is a guy who stops and says hello and has a chat 
(Sam, teacher, I2). 
During the visit John was observed wandering the school grounds on three separate 
occasions. He stated that the school was currently targeting the wearing of hats by 
students. Each time John walked the grounds he wore a hat and stopped students without a 
hat reminding them of the rules in a gentle but firm manner. He also asked students to help 
him pick up litter when he saw some. He knew many students by name. 
I see [John] around the College grounds—talking to students and making sure they 
are following College procedures—especially with wearing hats. He is always 
wearing a hat himself, unlike other College Senior Admin Staff at times—leading by 
example (email from Jan, administrative staff member). 
I saw him walking around the school and politely ask the student, ‘could you pick 
that up for me mate; that would help me a lot.’ Just the way he asks for things to 
happen… not aggressive, polite, but at the same time with authority (Bianca, 
teacher, I4). 
On another occasion John visited a group of students having a lunchtime meeting about 
service learning. He engaged the students in conversation by asking them questions in 
relation to what they had done and what they had learned from their experiences. At a 
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Junior School assembly John briefly addressed the students, presented a number of 
certificates and enjoyed the performances the students put on. 
John stated that he attends, and speaks at each weekly assembly (Junior, Middle and 
Senior) and attends each chapel service, which is also held weekly. He stated that he tries to 
‘walk the school’ at least three to five times a week. Interestingly, John commented that he 
walks around the school less than he did at his previous school. 
 
2. Openly admits mistakes 
For a small number of staff interviewed this behaviour was important. To them it 
demonstrated that John was human, displaying that he too is not perfect but makes 
mistakes from time to time. Staff showed that they were willing to forgive those mistakes 
because the Head ‘publicly’ admitted when he had made an error in judgement. 
He is very human; he displays a human error side of him… He is happy to admit 
when he makes mistakes (Sam, teacher, I2). 
I couldn’t believe it last week. Suddenly some dates came at us; staff had no 
warning that we were going to lose a Friday from next Easter holidays which had 
never happened before. No consultation, no discussion. And when I mentioned that 
in passing [John] did say something self-deprecating, making me realise he had 
taken his eye off the ball for a minute and he put the day back on (Anne, Head of 
Department, FG3). 
If something goes not according to the plan, or there is an oversight or something 
like that he’ll take the fall for it publicly (Tony, senior member of staff, I7). 
 
3. Remains calm and level-headed 
Over the course of the visit John’s interaction with a number of staff was observed, both 
in scheduled meetings and informally as staff dropped into his office to discuss a variety of 
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issues. Often these observations occurred at a distance; the researcher was in a room 
across the hall listening and watching people’s comings and goings. Each time John spoke 
with a calm voice, interacting with respect. 
When you are speaking with him he is calm, there is [sic] no prying questions. He 
allows you to divulge to him as much as you need to… He does seek further 
information… He respects my privacy (Sam, teacher, I2). 
[I really appreciate] his level headedness, his ability to sit back and observe and not 
knee jerk to anything (Beth, Head of Junior School, FG8). 
It is a consistent approach, he is very consistent, he doesn’t send mixed messages 
(Jennifer, Head of Department, FG5). 
 
4. Gets his hands dirty 
Staff stated that they valued the fact that John was willing to do whatever he asked his 
staff to do; in their eyes no job was beneath him. This included picking up litter (which was 
observed on several occasions), to stacking chairs after an evening function; the Head was 
comfortable performing the menial tasks. “He just doesn’t walk around with the principal’s 
hat on all the time” (Prue, Head of Middle School, FG9).  
He models exceptionally high standards in everything he does; he does walk the 
walk and talk the talk [sic]. He will stack chairs in the hall after assembly and stay 
back and help the grounds people do that, at the same time as talk to the 
Chairman of the Board… He’s not above pulling up his sleeves (Glen, teacher, FG8). 
 
Fostering an acceptance of group goals 
For this transformational leadership behaviour the Head scored 5.75 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. Two key practices 
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for this transformational leadership behaviour were identified during the data collection. 
They included: 
5. Is transparent in communication; 
6. Values advice and input from staff. 
 
5. Is transparent in communication 
School 9 has a staff briefing for 15 minutes at 8.00am twice a week. This is an 
opportunity for any notices to be given but is also an opportunity for the Head to address 
the staff. During the interviews staff commented on how much they appreciated John’s 
transparent communication in terms of their trust in him and willingness to follow him as 
their leader. John used occasions such as the staff briefings to deliver key messages.  
I like it when there is a plan. [John] will explain exactly why it is happening. 
Whenever he gets up in [sic] morning briefing he tells us, ‘this is going to happen.’ 
He’ll back track and tell you exactly why; in doing that it makes me feel like I am a 
part of something and that he wants everyone to know about it so we can do it 
together… He describes things as though they are an inclusive project that the 
whole school is working on (Bianca, teacher, I4). 
We hear the bottom line on numbers, projections, budgets… You get the feeling 
that the people in charge know what they are doing… [John] is not giving away any 
state secrets, he is just keeping it open (Anne, Head of Department, FG3). 
One staff member expressed her value of this behaviour in terms of her willingness to 
follow the Head: 
He has shown us the results from the strategic plan and the workshops, he doesn’t 
need to do that but he is justifying why we are doing that… We are OK as long as 
we know why. We’ll walk over hot coals for people but tell us why we are doing it 
(Jennifer, Head of Department, FG5). 
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Staff also commented that the Head’s communication was clear, concise and respectful. 
Staff indicated that they always knew where they stood; the Head did not give ‘mixed 
messages’. He is “always direct and straight to the point, he doesn’t mince his words” 
(Sonya, Director of Technology, I10). This left staff feeling that there was no room for 
misunderstanding. 
Obviously he is in a higher position than we are but he addresses us as peers. I 
have not found him to speak down to staff or to disrespect staff in his manner [sic], 
which I have certainly experienced [in the past] (Lisa, teacher, FG5). 
 
6. Values advice and input from the staff 
Staff interviewed commented that John often sought feedback from individuals about 
ideas before making decisions. Individuals who articulated this behaviour stated that it made 
them feel valued as a member of staff; that their opinions mattered and as a result they 
indicated that the Head was interacting with them as a colleague and not as their ‘superior’. 
More importantly this behaviour helped achieve an alignment between the staff, the Head 
and the goals for the school. 
It is the first time I have felt absolutely treated like a professional and an equal 
with any principal I have worked with before and I have been in education for 30 
years. He values your input: He always asks for your advice to inform the decisions 
that he makes (Pam, Deputy Principal, I6). 
This behaviour was observed in a meeting between John and a member of the teaching 
staff who was organising the Year 9 camp. There was a question about one particular staff 
member’s attendance at the upcoming camp due to his health. John asked for the 
organising teacher’s view on the issue and then supported his opinion with a clear decision 
and course of action. 
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Ironically, when asked about his leadership style, John spoke of providing opportunities 
for staff to engage with the improvement of the school. However, John was careful not to 
label this behaviour as a collaborative approach. “I get a bit concerned about saying it is 
collaborative, you know, I don’t believe that schools are democracies… So when I need to 
make a decision, I’ll make a decision” (John, Head of School 9). 
 
High Performance Expectations 
For this transformational leadership behaviour the Head scored 6.16 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research, the highest score of the 
six behaviours. One key practice for this transformational leadership behaviour identified 
during the data collection was ‘provides clear expectations’. 
 
7. Provides clear expectations 
For many staff this behaviour came in different forms depending on the position that they 
held. In the case of the senior staff, John works with each member of the executive team to 
set performance goals at the beginning of each year. This process begins with the senior 
members of staff drafting a number of goals under three key headings: Strategic Priority 
Performance Outcomes; Behavioural Outcomes; and; Learning Development. John then 
meets with each senior member of staff to comment on the goals.  
[John] is very careful about giving great clarity about what he expects. I have been 
in situations before where a Head has communicated to me that I wasn’t meeting 
their expectations and I have been in the situation [sic] of saying to them, ‘well, 
what were they?’ One of the things [John] has done is to give all people in senior 
management clear, definable KPIs and achievement outcomes that we are 
supposed to achieve” (Tony, senior member of staff, I7). 
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For other staff members, expectations are articulated verbally at briefings and staff 
meetings, or are modelled by the Head, or are verbally stated to an individual. 
He is very clear about his expectations, he is raising the bar and I philosophically 
agree with what he says (Jennifer, Head of Department, FG5). 
He walks the talk, inspiring people to get on board. People are far more willing to 
be part of the broader picture… Little things, it does matter how small it is. He 
doesn’t mind getting his hands dirty in helping… picking up rubbish, he never walks 
past rubbish without picking up rubbish (Glen, teacher, FG8). 
He models exceptional high standards in everything he does; he does walk the walk 
and talk the talk [sic] (Ray, Deputy Head of Junior School, FG8). 
 
Providing individualised support 
For this transformational leadership behaviour the Head scored 5.46 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. While it was one of the 
lowest scores of the six transformational leadership behaviours, this behaviour had the most 
practices associated with it. Five key practices for this transformational leadership behaviour 
were identified during the data collection. They included: 
8. Offers trust to staff; 
9. Mentors and coaches staff; 
10. Actively listens; 
11. Cares for staff; 
12. Provides affirmation. 
 
8. Offers trust to the staff 
One of the most powerful actions for gaining trust of others is to firstly give it. Tozer 
(1997) states that to gain the trust of others we first have to give it—for leaders this means 
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taking a risk and trusting in others first. This behaviour was articulated by staff in 
interviews. They expressed being appreciated and treated like colleagues, professionals, 
knowing that the Head was there in the background if they needed support and advice. 
[John] allows me to run the department... [He] gave me the opportunity to do what 
I needed to do (Emily, Public Relations Manager, I1). 
I [trust him] because I have formed a good relationship with him in terms of having 
him to rely on him to support me, go out on a limb and trust in me that I have got 
the goods to deliver. And he has stood up and publicly supported me in situations 
that have been difficult for me and others (Sonya, Director of Technology, I10). 
[John] delegates outcomes; he doesn’t delegate tasks, so he encourages trust by 
trusting people to do things without micro-managing (Tony, senior member of staff, 
I7).  
The offering of trust to a staff member to perform their role was only one aspect of this 
behaviour. Other staff commented on how the Head offered them trust by sharing 
confidences with them. 
He shared confidences with me that have blown my mind that I am having those 
confidences shared with me as though he trusts me (Anne, Head of Department, 
FG3). 
John commented that he saw his role to be about empowering staff, particularly the 
senior staff, to do their roles. To do this he was focusing on building their capacity as 
professionals in the organization. 
 
9. Mentors and coaches staff 
While staff did not directly articulate this, what was evident was that John was providing 
mentoring and coaching to a variety of staff members. This was observed in his interaction 
with staff during scheduled meetings as well as the times that staff dropped by for an ad-
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hoc conversation or to ask a question. Staff commented that they had confidence in John 
because he was experienced and “very knowledgeable about the organization… He knows 
what is going on in the legal world” (Jewel, teacher, FG11). 
Staff indicated John was often seeking their feedback, “as though it is a mentoring 
process, guiding, helping you to come to the realisation of something that perhaps you had 
not thought of previously” (Elizabeth, senior member of staff, FG3). An example of this was 
articulated by a member of staff who had experienced a difficult situation with a colleague. 
Rather than John taking the matter into his own hands, as instinctively leaders often do, 
John asked questions and empowered the member of staff to manage the situation 
themselves. 
I had quite a bad situation with another member of staff… I went to [John] and 
said, ‘this is the situation, how would you handle it?’ His view is that he wanted me 
to handle it, he wanted to give me the power and autonomy to handle it but he 
was totally supportive and he said, ‘if you don’t feel you are able to do it I will do it 
for you but I want you to have an opportunity to do it [yourself]’ (Sonya, Director 
of Technology, I10). 
Coaching and mentoring also came in the form of critical feedback, of which some staff 
stated they appreciated.  
He is a critical friend for [sic] me, it’s nice to be praised, but it’s the feedback for 
me. If we are going to up the ante and improve, we need to have critical friends 
(Prue, Head of Middle School, FG9). 
This behaviour was observed in a meeting between John and Emily, the Public Relations 
Manager, where John offered praise for work done, but also offered suggestions to improve 
a piece of writing Emily had been preparing for the local newspaper. 
Each week John had scheduled meetings with the senior staff; that is, the Heads of the 
sub-schools (Junior School, Middle School, and Senior School). The meetings had no fixed 
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agenda: instead each person took a turn to share issues and concerns they were currently 
dealing with. John listened carefully, asked clarifying questions and offered advice when 
required. When asked what John saw as the purpose of the meetings he stated, “to support 
my senior staff… To supervise and mentor them; if I can build their capacity then it benefits 
everyone.”  
 
10. Actively listens 
Covey (1989) speaks of ‘empathic listening’ as an essential aspect of effective 
communication.  Covey emphasizes the importance, and in some situations, the necessity of 
not merely going through the mechanical responses that might be required for ordinary 
listening, but opening oneself to the talker to the point where one can actually feel what 
they are feeling.  
Staff articulated how much they appreciated John’s willingness to listen carefully to what 
they had to say, seeking to understand their situation and issue. This behaviour was 
evident, particularly for staff members who had experienced difficult personal problems. 
John had listened to them carefully and they indicated that he understood their position, but 
had managed to do so without asking prying questions. “He listens to what you have to say, 
he doesn’t try and interrupt and tell you what your problem might be, he really does listen 
to what you are saying” (Anne, Head of Department, FG3). 
What was of particular importance to those staff articulating this behaviour was eye 
contact:  
When you are talking to him he maintains that eye contact, he doesn’t stare you 
down; he maintains that eye contact. I believe he is genuinely listening, sometimes 
people can hear you and don’t listen—he listens (Sam, teacher, I1). 
John identified listening as an important aspect of his leadership. He believes that it is 
important that people know they can have an opportunity for input and that they will be 
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listened to. More importantly, if the idea has value it builds staff confidence and trust if the 
idea is enacted: 
I think that the last thing that people want to see and to think is that their opinions 
are valued but not enacted. You know, so I think it is really important, and I’ve 
tried to show this to my senior staff, that it’s important that when people have a 
valid opinion, that we actually act on it and let them see because it builds 
confidence and it builds trust (John, Head of School 9). 
11. Cares for staff 
With a staff of 170, and an extremely demanding role, it was surprising to hear how the 
Head has offered genuine care to individual people when they were managing, often quite 
deeply personal problems and crises.  
One particular member of staff wished to express how much she had appreciated very 
practical assistance when she was undergoing a particular issue. What surprised her was 
that the offers of assistance were not just ‘tokenistic’, but were followed through with 
genuine support and action. John had allowed this particular member of staff to finish work 
early for several weeks without penalty to enable her to manage a personal situation. “He 
handled my personal issues with kindness, care and compassion” (Sam, teacher, I2). 
John had sent a text message to another member of staff, a part time teacher, letting her 
know that he was there and willing to provide assistance if she needed when she faced a 
personal crisis. What was particularly surprising for this member of staff is that she received 
this offer of help a week after John had commenced his tenure at the school and she had 
not yet had an opportunity to meet him. 
As a person he is very approachable… He appears to be very concerned with my 
feelings about certain issues [professionally], not only does he say he is concerned 
he follows through and attempts to make things better… He doesn’t sugar coat 
things, he doesn’t promise things and then not follow through (Emily, teacher, I1). 
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He gets down to the tin-tacks of people’s own lives and he is very supportive at a 
personal level (Bronwyn, Head of Department, FG9). 
This genuine care for people had been noted by other members of staff who had not 
necessarily experienced John’s compassion first hand. For these people the stories of his 
care had led them to offer their trust to a leader who was compassionate towards students 
and staff. “I trust him because I can see he has a genuine care and concern for the students 
and a genuine care and concern for the staff” (Pam, Deputy Principal, I6). 
In caring for staff’s personal needs John ensured that confidences were always kept. A 
member of staff appreciated that John never asked prying questions and that he asked her 
permission before sending an email to the relevant staff about her particular situation. She 
described that gesture as a particularly important factor in her willingness to trust John. 
He is very human… He is sincere, empathetic, firm but kind, he doesn’t make value 
judgements… when you are speaking with him he is calm, there is no prying 
questions [sic], he allows you to divulge to him as much as you need to… he does 
seek further information… he respects my privacy (Sam, teacher, I2). 
Care was also extended to staff members on a professional level. The performing arts 
staff had met the previous year to map out a strategy for the department for the coming 
three years. A teacher told the story of how John sat in on their meetings, simply listening. 
She was impressed that John was able to concisely sum up what was said at the end of the 
meeting, but more importantly, offered words of warning about the workload they were 
about to commit to: 
I was really surprised that he hardly spoke through those stakeholders meetings 
and when he did he was able to sum up really concisely how everyone was feeling 
and also cautioned us that what was on the table was actually too much, the 
principal was actually telling us, ‘don’t do this to yourselves!’ (Bronwyn, Head of 
Department, FG9). 
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John spoke of his understanding of the staff’s situation at the school in his interview. 
Before his arrival, the school had commenced a hefty reform agenda which included 
information technology reform, the National Curriculum and the introduction of Dimensions 
of Learning. John saw these major strategic items as “coming at them [the staff] like a 
freight train.” John formed the view, and articulated to staff that “they could not achieve the 
goals within the timeframes that were set and so either pushed deadlines out, or gave time 
to staff [off class] to complete tasks” (John, Head of School 9).  
 
12. Provides affirmation 
Staff members stated that the appreciated encouragement and affirmation. Affirmation 
for staff at School 9 came in different forms, including public affirmation for a job well done 
at a staff briefing, or simply by having the Head present at a performance that the teacher 
had spent considerable time preparing with the students. 
At one briefing which was observed during the school visit, John stood and read an email 
he had received from a member of the community, praising the behaviour of the students at 
a cricket game on the weekend. John used this as an opportunity to praise and thank the 
coach of the cricket team. 
A drama teacher expressed her appreciation for John’s travelling across the city on a 
Saturday night to watch her students perform.  
On a Saturday night he travelled all the way across the city to watch my students 
perform. That meant so much to me… Last year at our dance show he came up on 
stage and to the entire audience thanked the area for the hard work they have [sic] 
done. It is obvious he supports us… All the nice things he said (Bianca, teacher, I4).  
Another member of staff articulated that they preferred just a simple thank you offered in 
private. To them it was an acknowledgement that the Head knew what they did at the 
school. 
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It is one thing to say to a whole group, ‘you are all doing a fabulous job,’ and that’s 
a bit, ‘water off a duck’s back.’ People want to be told in an unflashy way, ‘hey, 
you’re doing a good job, appreciate what you’re doing.’ It’s an acknowledgement 
that he is aware of what you are doing (Jewel, teacher, FG11). 
 
Intellectual stimulation 
For this transformational leadership behaviour the Head scored 5.33 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research, the least for each of the 
six behaviours. No practices for this behaviour in relation to trust were identified during the 
data collection. 
Other 
One practice was identified during the data collection that could not be clearly linked to 
one of the six transformational leadership behaviours. This was ‘makes decisions and follows 
through on those decisions promptly’.  
 
13. Makes decisions and follows through on those decisions promptly 
It was commented during the school visit that the previous Head was not a good decision 
maker which subsequently left staff feeling directionless. Staff articulated that they valued 
John’s ability to follow “words with actions”. This inspired their trust. One member of staff 
shared a story about an issue she was having with a colleague. 
He went, ‘I am just going to solve this problem,’ and he got everyone up into the 
office the next day… He was quite confrontational with me… ‘give me some 
examples [to illustrate your concern]’…and then said, ‘we’re supposed to be a 
team, there is no trust here’, and I think that he has worked very hard to build up 
this sense of trust. That was the start of my sense of ‘wow, this guy is a really good 
guy and he is really trusting’. He treated me with respect, he treated me like a 
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professional… he dealt with the situation. Some principals say they are going to 
deal with the situation but they don’t (Lisa, teacher, FG5). 
Another member of the staff also articulated her appreciation of John’s decision making 
ability; but more importantly, the implementation of the decisions made: 
There have been occasions when I have had to blow the whistle and [John] has 
listened to me sympathetically and then [I have] watched to see what unravels in 
terms of the undertakings we agreed would roll out… He doesn’t forget what we 
agreed (Anne, Head of Department, FG3). 
Decision making isn’t just about actions and solving problems as agreed. Staff members 
also valued a ‘no’ answer. John’s honesty to staff was expressed in instances when he could 
not provide what was asked for. “If he can’t give me something he will be honest and 
explain it; it is his honesty and directness [that I value]” (Jennifer, Head of Department, 
FG5). 
He is open and honest, he tends to shoot from the hip and be pretty straight 
talking. I have never found him to try and sweep something under the carpet. If 
there is an issue he tends to see that as an opportunity… [He] is always looking for 
the solution focus to move forward rather than punish or penalise or look for some 
negative solution to a problem. That openness and honesty has been a breath of 
fresh air for this particular school (Pam, Deputy Principal, I6). 
During the school visit a member of staff came to John for advice on a matter. The two 
agreed on a course of action and within 10 minutes John had followed through on what was 
agreed. This required John to contact another member of staff to inform them the course of 
action that had been decided. It was apparent from this instance, and by what was 
expressed by staff in interviews, that John was decisive and followed through promptly. 
During an interview with the researcher, John stated that he sees decision making as one of 
his key strengths.  
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In concluding the data analysis from the perspective of the staff members, a comment 
made by one person on the survey validating the condensed statements was: 
I most certainly value these personal aspects of John’s character however, they do 
not impact on my 'trust' in [him]. I see the personal characteristics separate to my 
ability to trust [him]. Trust will come as I see what changes he implements, how he 
does this and how he manages the staff through these, etc. My ability to trust is 
based on whether the leader has a clear vision of where we are going and how we 
are to get there (Member of staff). 
John has only been at the school for a year. Practices he has exhibited to date that have 
impacted staff members’ trust in him may well be different from those Heads who have had 
time to ‘deliver’ on key promises and initiatives.  
 
Head/Chair relationship 
Mark has been the Chair of School 9's Council for seven years. Prior to his appointment 
as Chair, Mark served for a number of years as the Deputy Chair. Mark's appointment to this 
voluntary position was made under the constitution for the school; that is, he was appointed 
to the position by the church organization which owns the school.  
Mark's paid employment is with the public service where he holds a very senior role. That 
particular service is very hierarchical in structure and disciplined in nature. This background 
impacts the way in which Mark views his role as Chair and the relationship he has with the 
Head of School. 
Mark is very clear as to his role as Chair of the School Council (in his words): he has been 
appointed by the owner; acts on their behalf to effectively govern the school and maintain 
the direction in keeping with the owner's mission; sets the strategic direction of the school; 
and; provides leadership and mentoring for the Head. Mark knows that good governance 
means knowing what is going on in the school without getting too involved. Governance is 
111 
 
not getting involved in the day-to-day operation of the school which is the role of the Head 
of School (School Councils operating under a Carver or Tricker model of governance typically 
only have one employee, the Head of the School, or CEO. It is the Head's role to appoint 
and dismiss staff and manage the operations of the organization). 
The clarity Mark has about his role has developed over time. The interim Head, acting in 
the role while John was being appointed, had carried out a governance review for the 
school. This person had had many years’ experience as the Head of a large independent 
school and was keenly aware of good governance practices. From time-to-time all councils, 
including this one, through good intention and enthusiasm, delve into operational matters 
when the governance is about being strategic. The interim Head helped set a few 
boundaries which up until the time of the interview, John stated that he hadn't had to 
reinforce. 
The Head and the Chair of School 9 had the practice of a weekly scheduled meeting. 
However, Mark stated that John does, and will ring or email him at any-time if he has 
matters that he needs to discuss. Mark also made himself available for additional face-to-
face meetings if warranted.  
John commented in his interview that he has had experience working for Chairs in 
previous positions he has held. A particular strength, which John indicated that bears on his 
relationship with any Chair, was his communication and interpersonal skills. John used these 
skills to understand Mark, his background, and what he wanted in order for the relationship 
to work well. The practice of understanding Mark's background with the public service gave 
John an insight into the manner in which he was used to operating: 
He operates in a very hierarchical environment. He's had to survive changes in 
government. He has gone to a [high level in the service]. You know, people that do 
that have particular ways of behaving to survive and protect themselves (John, 
Head of School 9). 
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In essence, John had spent the time to get to know Mark and how he preferred to 
operate. From there he began establishing a productive working relationship with him. 
In many ways Mark has a great deal invested in John as he was responsible for John's 
selection and appointment to the position of Head of School 9. The relationship between the 
two commenced during the interview process. Reflecting on one of the interviews for his 
current position John recalled he was asked the question, “How do you see the relationship 
between yourself and the Chair?” At that point John recalls turning to Mark, who was a 
member of the interview panel, and saying: 
To be honest with you, you know, I need to be your biggest advocate in public and 
you need to be my biggest advocate in public. And if we have disagreements about 
things, then we need to do that behind closed doors in my office (John, Head of 
School 9). 
Mark stated that he liked to be made aware of "anything that might be of interest to the 
owner of the school that might put the school on the front page of the newspaper, whether 
it is good or bad" (Mark, Chair of School 9). His desire to know anything of this nature is 
borne out not only by his background but also his past experience at the school. Mark 
commented that he was "used to working in [a] government structure where no one above 
me likes to be embarrassed by anything and likewise with us" (Mark, Chair of School 9). Not 
only this, but under a previous Head the school had had a few problems that appeared in 
the media in a way that he preferred that they hadn't had he been briefed before-hand.  
John is keenly aware that Mark is a person who does not want to be embarrassed and 
find out about issues via another avenue, and so ensures that he informs the Chair of 
anything that he feels he should know about. In doing so, Mark has either appreciated the 
'heads up' or has asked for a "little bit more detail [sic] about that [because] that's probably 
something which might become of a particular interest to Council" (Mark, Chair of School 9).  
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When directly asked why Mark trusted John he stated that he appreciated the openness 
and honesty offered by John in the regular briefings he receives: This was the first key to 
inspire his trust in the Head. He commented: 
Certainly over the period he's [John] been principal nothing has come up that has 
come to my attention before he has let me know... He's very, very careful that if 
something happens he gets a quick text to me, an email, or a phone call, even if it 
is a text saying, 'oh mate, look, this has come up and I'll brief you this afternoon 
when you come in for your meeting or if you want a phone call let me know'... [It is 
a] very, very good thing if I'm forewarned. It may be that I need to make a call to 
the Diocese (Mark, Chair of School 9). 
Information that John has offered to Mark include such issues as: master-planning 
developments, movement in staffing, staffing issues, visits by overseas schools (School 9 
has an International school), parent complaints, and budgetary matters. The honesty and 
openness of the relationship has extended into the domain of mentoring (a key aspect of 
what Mark sees as his role). Mark expressed that John has often shared issues that he is 
dealing with, using him as a sounding board: "We talk about things confidentially" (Mark, 
Chair of School 9). Mark has then given advice from his experience as a senior manager in 
his own organization. 
For Mark, ensuring that the school is operating within budget is vital. He commented that 
John was particularly good at managing the fiscal aspects of the school. This highlighted the 
second key to Mark's trust in John. Mark was confident in John's competency, his ability to 
fulfil the role of CEO of the organization (in part, most likely due to the investment he had in 
John): 
I have noticed his [John's] very professional approach to his reports, clear, 
informative principal's reports at Council...it's great to hear or to listen to, to be in 
the presence of a good CEO. I mean, I've seen good headmasters or principals, but 
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to be able to bridge that, be an educator... but also have a head for being a CEO 
and knowing that this is a big organization that you must run to budget... So yeah, 
I just feel relaxed. (Mark, Chair of School 9). 
Mark indicated that an important aspect of building a trust relationship was to make time 
for the Head: "[I] make the time to be here, I mean if he rings I talk to him straight away, 
or if he sends me an email or a text..." (Mark, Chair of School 9). Mark and John have also 
established professional boundaries; while they interact and communicate regularly on a 
professional level, they have limited social interaction outside of school. "I think it's healthy 
that we're not too close to each other that [sic] we then have a blurring if it comes to 
having to make a hard decision" (Mark, Chair of School 9). 
Finally, Mark mentioned that he likes to be 'looked after' at special functions hosted by 
the school. The position of Chair is voluntary, but nonetheless it is the most important 
position in the school. For John to recognize this, ensuring that Mark is briefed about the 
event, and then considered respectfully is important in helping him feel confidence and trust 
in the Head: 
I see [John at a] presentation night or [at] Founders' Day activities or I'm here as 
Chair out in the hall and I just see [John] whizzing around quietly and everything 
operates smoothly. But he makes sure that I know what's going on. He makes sure 
that I'm briefed. He makes sure that I'm looked after. So [sic] that's nice to be 
considered. I've had other situations where senior staff have not been as 
accommodating when they should be (Mark, Chair of School 9). 
Summary of findings 
John has been the Head of School 9 for just one year. However, in that short period of 
time he had managed to engender a level of trust from his staff of 170 and Chair of the 
governing body that is far greater than Heads who have been in their position for many 
more years than he (see Figure 4.1, Chapter 4); refuting theorists and popular notion 
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positing that trust takes time to grow (e.g. Blau, 1964; Rempel, Holmes, & Zand, 1972). 
Perhaps some would suggest that John is still experiencing a honeymoon period, where the 
excitement of a newly appointed Head brings an air of optimism in a school. This is a 
possibility, but John has managed to engender a level of trust far greater than a colleague 
of another large independent school who was appointed at the same time (see again Figure 
4.1, Chapter 4).  
The purpose of this case study, and the three that follow, is not to understand why John 
is trusted more than other Heads, but to uncover the practices that he exhibits that 
engender trust in him. By interviewing 17 teachers and non-teachers at the school, 
observing John's day-to-day interactions and administering a survey to confirm collected 
data, 13 key leadership practices emerged that have engendered the staff's high level of 
trust in John's transformational leadership. These included: 
1. is visible around the school; 
2. openly admits mistakes; 
3. remains calm and level headed; 
4. gets his hands dirty; 
5. is transparent in communication; 
6. values advice and input from staff; 
7. provides clear expectations; 
8. offers trust to staff; 
9. mentors and coaches staff; 
10. actively listens; 
11. cares for staff; 
12. provides affirmations; 
13. makes decisions and follows through with those decisions promptly. 
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John has secured an equally high level of trust in his relationship with his Chair. John has 
achieved this level of trust by taking the time to understand his Chair, who he is, and how 
he prefers to operate. Knowledge of Mark and respect for him has shaped the way in which 
John interacts with the Chair. For example, knowing that Mark does not like to be 
embarrassed, John ensures that he briefs him almost immediately when an issue occurs at 
the school. Information that is important to Mark includes matters that may be of interest to 
the owner, that may impact the reputation of the school, or that may at some point come to 
Mark's attention via another avenue—a ‘no surprises’ policy. It is John's practice of 
proactively fostering the relationship, communicating openly and honestly with the Chair, 
meeting regularly (virtual or otherwise), and his competence in the role that has engendered 
his Chair's trust. For the Chair, these practices are highly valued and from his perspective, 
making the time for the Head to develop the relationship has been a key to the success of 
the trusting relationship. 
Cognition-based trust researchers profess that trust relies on rapid, cognitive cues or first 
impressions, as opposed to personal interactions (Brewer, 1981; Meyerson, Weick, & 
Kramer, 1996). John has made a good first impression in his initial year at School 9 by 
securing a high level of trust. An important question is whether the trust John has gained 
will be sustained over time, or if, as in the words of one staff member, it will be impacted as 
"I’ll see what changes he implements... and how he manages staff through these.”  
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Chapter 6 – Case 2: School 27 
School 27: The context 
In stark contrast to School 9, School 27 is an inner city secondary Girls’ School 
established in 1875. The rich 137 year history is evidenced upon entering the school: The 
reception and administration are housed in the original 1884 boarding house, a two-storey 
colonial-style building typical of the era—high pitched roof, verandahs and ornate lace-work, 
symmetry and balance, arched windows and heritage colours. Inside, the four-to-five metre 
ceilings are topped by walls that are adorned with photos of the long and rich history of the 
school as well as original artworks donated by past scholars. 
The school is a high-fee school; the annual fee for a Year 12 student is $18,860.  It has 
an SES score of 121, placing it in the upper tier of Australian schools in terms of the socio-
economic background of the families it serves. With that level of fee is a certain expectation 
for quality and, as such, the school is unashamedly academic in its focus. The entrance hall 
has photographs of three past scholars who have been awarded a Rhodes Scholarship along 
with numerous honour boards celebrating the academic successes of the girls—university 
medals and scholarships, academic medals and Churchill Fellowship winners.  
The girls start arriving at school soon after 7am, proudly dressed in a formal uniform:  
knee length skirt, stockings, blouse and tie, blazer and the typically distinctive hat that is 
worn by similar high-fee schools. 
Being an inner city school, the campus is very restricted. Many of the facilities are three-
to-four storeys high with the most recent and imposing building on the campus, eight 
storeys high. Space is of a premium and so the school does not have its own playing fields. 
The facilities are very impressive; no expense has been spared in their design: the result of 
careful planning and continual fiscal effort by the whole community over 137 years.   
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There is a very clear value and expectation for scholarship, not only for the students but 
also the staff. The Head actively supports staff to develop professionally, encourages staff to 
undertake further study and to write academic articles. Of the 135 academic staff at School 
27, 29 have at least one Master’s Degree and four have a Doctorate. Many others are 
currently working toward their post-graduate qualifications. 
The Head and the Chair 
The Head of School, Ella (pseudonym) was appointed to her position in2002. While this is 
Ella’s first headship she has an impressive curriculum vitae. Possessing a Doctorate, Ella has 
an array of professional positions that she holds outside the school: Currently Ella is a 
Director, a Deputy Chair and a Trustee of three boards and organizations around the 
country. She is well respected and held in very high regard by her peers. 
Ella was described by a member of staff in one of the focus group interviews as “an 
immaculately dressed woman who is very intelligent” (Ruth, Director of Faculty, I11). Ella 
describes herself as an introvert who doesn’t “seek to talk to people.” Several members of 
staff described her as being very upright and professional, and even formidable or stern. Ella 
is clearly the person at the helm of what is an impressive school; she imbues a sense that 
she is the overarching authority in the school.  
Ella has great clarity and confidence in who she is and what she wants from the staff and 
the school and those expectations are clearly articulated. Staff described Ella as “very cut 
and dry,” not letting emotion sway the decisions that she makes. When Ella first received 
the feedback report from Phase One of the research that she was a highly trusted leader 
she was quite taken aback, commenting that trust, “isn’t about being nice, because I am 
certainly not nice.” However, Ella has a very keen sense of humour and a strong affinity with 
the students and staff who very obviously respect and admire her. One staff member 
commented that “there is an absolutely amazing human side to [Ella], a very 
compassionate, caring side” (Joan, Support staff, I7). 
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During interviews staff spoke of the high degree of respect and admiration they have for 
Ella. Many prefaced comments or stories that they shared with the words, “I have never 
worked in a place like this;” said with a keen sense of pride. They also used words like 
“awe” and “intimidation” in the same sentence when describing Ella, but in an affectionate 
manner. One staff member commented that “she’s not in it to be liked… she’s in it to be 
respected. I think if she felt that people lost faith in her that she wasn’t doing a good job 
she would be mortified” (Joan, Support staff, I7). Ella’s focus is more aligned with her 
competency as a leader than her desire to form personal relationships with staff:  
You can’t have friends in this job.  You can have friends elsewhere but you cannot 
have friends in this job.  I don’t want friends in this job.  I want good, strong, 
optimistic and happy—well not happy, I don’t care about happy—effective 
professional relationships (Ella, Head of School 27). 
In comparison to John, Ella spends little time ‘walking the school.’ Her assistant stated 
that Ella is mainly confined to her office, having a very full daily diary. This leaves little time 
for her to wander the school, drop into classrooms and interact with the staff. However, Ella 
does have an ‘open door’ policy whereby students, staff and parents can make an 
appointment to see her to discuss anything they wish. 
The school is governed by a Board (Council) of Trustees. The current Chair, Nancy 
(pseudonym), has a legal background, having been admitted to the State’s Supreme Court 
in 1990. Currently Nancy is the principal of a company which provides governance advice 
and education consultancy, assisting the governing bodies of companies, organizations and 
enterprises across Australia. Nancy has been in the role of Chair of School 27 since 2006. 
Prior to becoming the Chair, Nancy served as the Deputy Chair. During her tenure Ella has 
worked under two Chairs. For an independent school Head, a change of Chair can be 
challenging as they establish a positive and productive relationship with a new person.   
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Ella was rated as the fifth most trusted leader out of those surveyed for Phase One of the 
research with an overall trust rating of 24.66. A summary of the contextual background 
information for School 27, its Head and Chair of the governing body is summarised in Table 
6.1. 
Table 6-1 School 27 background information 
Case 2  
Total Trust Score 24.66 
Ranking 5th most trusted leader from Phase One 
Total Transformational Leadership Score 10.49 
Tenure of the Head 11 years 
Experience as a Head 11 years 
Current Chair’s tenure 6 years 
Total Staff 190 
Annual fee—Year 12 $18,860 
SES Score 121 
 
The visit 
During the four day visit to School 27 the staff members were invited to attend focus 
group interviews. An initial invitation went out via email. A reminder invitation was sent out 
which was then followed by a reminder from the Head at a staff briefing when the reseacher 
was introduced.  
Many of the teaching staff at School 27 have a position of responsibility, or title. Many of 
these positions are not typical of all schools. In terms of the hierarchy of the school 
positions from the Head down to teaching staff are structured broadly in the following way: 
Principal; Senior staff, including the Deputy Principal and Deans; Middle Management 
including Heads of House (pastoral leaders), Directors of Faculty and Heads of Subject; and, 
teaching staff. In all, 27 people attended 16 interviews: the Head, the Chair, five senior staff 
members, 14 middle management staff members, one teacher and five non-teachers. 
Interviews were either one-on-one, in pairs or groups, with the largest group being six in 
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number. Data saturation was achieved after the fifth interview. A summary of the focus 
group interviews held and the people who attended is contained in Table 6.2. 
Table 6-2 Summary of interviews held at School 27 
Focus group (FG) or 
interview (I) 
number 
Number of 
participants 
Pseudonym Role/position in the 
school 
FG1 2 Anna 
Maureen 
Director of Faculty 
Head of Sport 
FG2 2 Gabrielle 
Claire 
Deputy Principal 
Dean 
I3 1 Lauren Administration staff 
I4 1 Darren Dean 
I5 1 Alex Director of Faculty 
I6 1 Jack Director of Faculty 
I7 1 Joan Support staff 
FG8 4 Rebecca 
Caro 
Kerryn 
Pam 
Teacher 
Head of House 
Director of Faculty 
Administration staff 
FG9 2 Jeanette 
Fran 
School Counsellor 
Head of House 
I10 1 Renaye Dean 
I11 1 Ruth 
 
Director of Faculty 
 
I12 1 Jan Head of House 
FG13 5 Millie 
Mark 
Natalie 
George 
Annette 
Director of Faculty 
Dean 
Director of Faculty 
Director of Faculty 
Director of Faculty 
FG14 2 Charles 
 
Nicole 
Property and Faculties 
Manager 
Dean 
I15 1 Ella Head of School 27 
I16 1 Nancy Chair of School 27 
Total 27   
 
Ella was interviewed on the fourth day of the visit to the school. Between focus group 
interviews, time was spent observing Ella’s interaction with staff and the school in general.  
The reseacher returned to the school two weeks after the initial visit to interview the Chair.   
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Staff/Head relationship 
Data collected were analysed during the fourth stage of each interview. Comments made 
by interviewees were condensed into shorter statements and repeated to the individual or 
group for confirmation of what was heard. In some cases, the condensed statements made 
were confirmed during observation of the Head in her day-to-day interaction with the staff 
and students of the school. 
For further confirmation of the practices identified during the focus group interviews a 
staff survey was administered. Fifty two staff responded to the survey giving a confidence 
level of 95% in the results with a margin of error of +/- 11.6%.  In all, 15 practices were 
identified with 14 coded against Podsakoff’s six transformational leadership behaviours. 
Table 6.3 lists the identified practices and their importance rating under each of the six 
transformational leadership behaviours.  
Each of those practices is now discussed in turn, listed under their respective 
transformational leadership behaviour and the seventh ‘other’ category. Supporting evidence 
for each behaviour is supplied either in the form of a statement or statements from an 
interview or a record of the observed behaviour. 
 
Identifying and Articulating a Vision 
For this transformational leadership behaviour the Head scored 6.18 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. The vision for the 
school under the new strategic plan is “to be an exceptional school for scholarship.”  One 
practice identified that could be linked to this behaviour was ‘very well read’. 
1. Very well read 
Staff members interviewed spoke with admiration of Ella’s intellect. They described Ella 
as ‘being a well-read person’: 
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Table 6-3 Case 2: Identified practices for School 27 
Code 
(transformational 
leadership 
behaviour + other) 
TLM Score 
for  
Phase One 
TLM Score for  
Phase One 
Importance 
rating 
Identifying and 
articulating a vision 
6.18 1. Very well read 1.81 
Providing an 
appropriate role 
model 
5.69 2. Represents the school well 
3. Openly admits mistakes 
4. Remains calm and level headed 
5. Works very hard 
1.88 
1.78 
1.81 
1.86 
Fostering 
acceptance of group 
goals 
5.61 6. No favourites policy 
7. Is transparent in communication 
1.85 
1.84 
High performance 
expectations 
6.63 8. Provides clear expectations 1.94 
Providing 
individualised 
support 
4.66 9. Offers trust to staff 
10. Mentors and coaches staff 
11. Actively listens 
12. Supports staff and defends them 
when necessary 
13. Provides affirmation 
14. Keeps confidences 
1.87 
1.78 
1.88 
1.98 
 
1.76 
1.97 
Intellectual 
stimulation 
5.73 None identified  
Other  15. Makes informed decisions and 
follows through with those decisions  
1.94 
 
I think she has foresight and she is very well read, very well informed. She’s 
technologically advanced… I think that is critical in terms of the capacity to see the 
broader picture, I would suspect that she is two or three years [further] down the 
education track than we are, given we are living in the now (Pam, Administrative 
staff, I4). 
When asked how they knew this Jan (Head of House, I12) stated that Ella is often 
sending out articles for staff to read. Jan highlighted Ella’s Twitter account. At the time of 
the visit Ella had made 622 tweets since opening her Twitter account: she has 289 followers 
and is following 180 people. Most of Ella’s tweets are comments on, and links to academic 
articles or news reports that are educationally related.  
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For another member of staff Ella’s constant reading and research provided her with the 
confidence/trust that the school was in capable hands: 
I can see the direction that she is leading the school in… I can just see that she’s 
got the knowledge, she does the reading and keeps abreast of everything that is 
new and changing… she really does understand that the pedagogy is the heart of it 
(Anna, Director of Faculty, FG1). 
Ruth (Director of Faculty, I11) said, “every time I come away from a meeting with her I 
come away thinking she is highly intelligent…”  
 
Providing an Appropriate Model 
For this transformational leadership behaviour the Head scored 5.69 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. Four key practices 
for this transformational leadership behaviour were identified during the data collection. 
These included: 
2. Represents the school well; 
3. Openly admits mistakes and shortcomings;  
4. Remains calm and level-headed; 
5. Works very hard.  
2. Represents the school well 
“The nature of a school like this: people demand certain characteristics from the figure 
head…” (Darren, Dean, I4). Ella is an immaculately dressed and very professional woman 
who adheres to a very strict delineation between personal and professional life. She knows 
who she is as a person but also what the role requires of her. Ella commented: 
Socially [I am] most definitely introvert.  I do not seek company.  I’m very much a 
standalone.  I’m very happy by myself all the time, solo operator… [However, in 
terms of the role] you learn to actually be someone different but that’s not who you 
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are. So I can walk into rooms of people and I work the room and I smile and I 
pretend (Ella, Head of School 27). 
Staff members commented that they were proud to be associated with School 27 
because of the way that Ella represented them professionally in the public realm. 
She manages representing the school in a very good way, one that we can then, 
the staff, feel pleased that we have her as the Head… she doesn’t seem to [not] 
value the school, or [that] she is poking fun at the school, no disrespectful sort of 
comments like that… it engenders my trust, feels to me that she is representing the 
school quite well (Joan, Support staff, I7). 
Ella uses every opportunity to promote the school in a positive light, never “running down 
the school… She is absolutely tireless in her promotion of the school” (Renaye, Dean). 
I also see that she has a lot of courage. And that brutal honestly plus the strength 
that she shows in terms of the belief of this product… there is [sic] no chinks in 
that armour that I can see. I think she shows she believes 100% in this school and 
the teachers (Caro, Head of House, FG8). 
Caro went on to tell the story of Ella’s public response to the publication of schools’ 
financial data on the Commonwealth Government’s MySchool website. Caro commented that 
Ella’s representation of School 27’s stance was “fierce and that fierceness and that courage 
makes me know that she’s not going to bend to people’s whims.” (Caro, Head of House, 
FG8). In part, the strong representation of the school is tied to Ella’s desire to see School 27 
as “the best school in Australia; in the world” (Ella, Head of School 27). 
3. Openly admits mistakes and shortcomings 
The staff Union Representative, Jack, a Director, told the story of an enterprise 
bargaining process that had taken place a number of years ago. The negotiations centred on 
the cleaners and their conditions of employment at the school. Jack was most impressed 
when Ella acknowledged that the negotiations had not been handled as well as they might. 
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Jack recalled how Ella had called him into her office and said “well, obviously we get this 
wrong some times, we’ll have to redo all this.” For him, this acknowledgement of what he 
perceived to be a very obvious error, and then the willingness to rectify the mistake, built 
both his respect and trust of Ella. 
Anna, another Director, also shared her appreciation Ella’s acknowledgement of her 
shortcomings: “She admits quite freely that there is a lot of what I do that she does not 
understand… she’s not the font of all knowledge and she doesn’t ever pretend to be” (Anna, 
Director, FG1). 
For Anna, this acknowledgement of shortcomings was closely linked to Ella’s 
demonstration, or reciprocated trust in her. Ella, even though she did not grasp or 
understand the role Anna was performing, trusted her to do her job: “She doesn’t come in 
over the top of my faculty and tell me what to do. She has put me in charge of it and she 
lets me be in charge of it” (Anna, Director, FG1). 
During her interview, Ella acknowledged that pedagogy was not one of her strengths: 
Well at least for me, it’s always been if I’m happy with the staff I therefore know 
that what’s going in the classrooms is going to be really good because that’s not my 
area of strengths, I’m not a clear teacher, never have been, so I don’t tend to play 
in that area (Ella, Head of School 27). 
Ella is self-aware; she knows her strengths as well as her shortcomings. Ella sees that her 
role is to appoint the right people for the right job and then develop them professionally; not 
to provide input into areas that she knows are not her strengths. 
 
4. Remains calm and level-headed 
“One of the things that I really value is that [Ella] stays incredibly calm and… she listens 
intently” (Joan, Support staff, I7). Whereas only one person during the interviews identified 
Ella’s calm nature and level-headedness, 47 out of the 52 staff who responded to the 
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confirmation survey stated that they had observed this behaviour and placed value in it in 
terms of their decision to trust their Head. 
Over the course of the week Ella was observed in a number of situations. Her calm and 
professional demeanour was very evident. This behaviour was, in part, connected to Ella’s 
strong listening skills (see Provides individualised support), where one staff member 
commented, “she listens far more than she speaks” (Darren, Dean, I4). 
5. Works very hard 
Staff members associated Ella’s work ethic with their willingness to place their trust in her: 
People have stood up in staff meetings and commented on the amount of time that 
woman [Ella] works… I trust her in the sense that she is doing the hard yakka, to 
manage her life and also to manage [the school] (Maureen, Head of Sport, FG1). 
She works really hard, she doesn’t ask anyone to work harder than she does 
(Gabrielle, Deputy Principal, FG2). 
For Ella, this work ethic provides the justification for ensuring her expectations of staff are 
met and the standards of the school are maintained:  
Role modelling; I would never ask of them [the staff] what I wouldn’t ask of myself. 
So that if I expect them to deliver high quality work, if I expect them to deliver 
reports that are only two pages long, if I expect them to read my emails, I have to 
do the same, and therefore you’ve got the capacity to say, when you send me 
things I read them and I respond, ‘I’m not getting the same reactions from you’ 
(Ella, Head of School 27). 
Ella wakes around 4:00am each morning, is often responding to emails and posting to 
her Twitter profile at 5:00am, arrives at school by 8am and leaves at 6:30pm if there isn’t 
an evening function, which on average there are two-to-three a week, including weekends. 
Work ethic is second to none, it is quite extraordinary and her strategic view, [Ella] 
lives in 2020… totally, totally committed to the school. Emails at 5am in the 
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morning, working back here late… often on the weekends, if there is a job to be 
done she’ll deliver… The hard work is linked into the decision making. She won’t let 
things ride, she’ll prioritise… but she will get to everything that is there. (Renaye, 
Dean, I10) 
An important aspect of this work ethic for staff was Ella’s prompt response to email 
communication. Many staff commented that they appreciated Ella’s ability to respond to 
emails they sent to her within 24 hours. “You could email her any time and she’ll respond” 
(Pam, Administrative staff, FG8). 
She doesn’t ask anything of staff that she doesn’t ask of herself… she lives and 
breathes the school. She doesn’t seek work-life balance, she says it doesn’t exist. 
(Jeanette, School Counsellor, FG9). 
 
Fostering an acceptance of group goals 
For this transformational leadership behaviour the Head scored 5.61 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. Two key practices 
for this transformational leadership behaviour were identified during the data collection. 
They included: 
6. No favourites policy—treats everyone fairly; 
7. Is transparent in communication (of decisions). 
6. No favourites policy—treats everyone fairly 
In her leadership of the school Ella has made a conscious decision not to have friends at 
work. She sees that her capacity to be impartial would be compromised if she were seen to 
be socialising with individual members of the staff:  
I don’t want friends in this job… If you allow friendship to intrude then I think you 
have got real trouble, so I do keep very much a distance and I think it drives a lot 
of people crazy (Ella, Head of School 27). 
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Ella went on to the say that she wants “effective, professional relationships… It’s about 
‘what are we supposed to be doing here, what’s your job?’” Ella’s rigid professionalism 
comes across as harsh to some, particularly in a people-centred organization, but from 
many staff members’ perspectives it promotes trust. Staff members know that there is an 
“absolutely amazing human side to [Ella]” (Joan, Support staff, I7) but as a result of her 
clear delineation between personal and professional, they also know that she ‘will not play 
favourites.’ 
The fact that [Ella] doesn’t sit with us at lunch and chat over mundane things or 
whatever; in some ways that might be considered a negative because we can’t 
relate to her on an everyday basis but I actually see that as a real strength for 
[Ella’s] position… She doesn’t have favourites and I think that when a principal is 
really close friends with another member of staff… the politics, it can actually 
interfere with your trust about information being relayed to the principal or having 
more influence in decisions being made. How I see [Ella], she is above the staff in 
terms of relationships (Caro, Head of House, FG8). 
In a position like that I wouldn’t want to be friends with all of you, I see an element 
of [Ella] that there is a conscious decision that I cannot afford to do this for the 
sake of other people… there is that danger of the whisper talk in the background 
and the reality has to match the perception. [Ella] doesn’t have favourites and she 
doesn’t buy into a process where people might think that there are favourites… it 
almost has to be a physical exclusion (Pam, Administrative staff, FG8).  
Even when [Ella] makes tough decisions… you know she is not doing it for personal 
reasons, there is nothing retaliatory about [Ella], she doesn’t target people, there 
isn’t [sic] vendettas, there isn’t anything like that… that personal stuff doesn’t get 
caught up in it which leaves her free when she is making decisions for it to be in 
the best interests of the school (Joan, Support staff, I7). 
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7. Is transparent in communication (of decisions) 
Although only two people mentioned this practice during the interviews, 31 staff stated in 
the confirmation survey that they had observed the practice and placed a high value on it in 
terms of their giving of trust to Ella. Jack (Director of Faculty, I6) commented that he had 
never been in a school where the philosophy, background and direction of the school was so 
well communicated that he “was able to take it and make it part of [his] job.” 
Ella’s transparent communication of decisions was illustrated with two specific examples 
provided by Joan, one of the school counsellors. The first was in relation to the construction 
of the most recent building at the school. The project was constructed on the site of the 
staff car park. Being an inner city school with limited space, this would have been a cause of 
frustration for staff, particularly as the construction period was well over 12 months. Joan 
explained: “She acknowledged the issue with the staff, that this would cause unrest and 
inconvenience, but explained that the outcome would be new, undercover parking and new 
teaching facilities.” According to Joan, Ella then arranged for alternative parking for the staff 
in local hotel car parks. 
The second example provided by Joan was the introduction of a second parent-teacher 
interview evening. Traditionally the school had only offered one formal interview evening a 
year. Acknowledging that introducing a second evening would cause stress for some staff, 
Ella provided the background justification for the decision.  “[Ella] is a very good explainer 
actually, she is able to go into quite a bit of detail about why something is going to happen” 
(Joan, Support staff, I7). 
 
High Performance Expectations 
For this transformational leadership behaviour the Head scored 6.63 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research, the highest score of the 
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six behaviours. One key practice for this transformational leadership behaviour was 
identified during the data collection—provides clear expectations. 
8. Provides clear expectations 
The school has high expectations in all areas of endeavour, from dress standards through 
to the expectation that staff will undertake further study. A very common comment made 
during the interviews was Ella’s ability to provide those very clear expectations. Staff 
members commented that there was no ambiguity of what the expectations were and it left 
them “feeling safe.” Knowing where the boundaries are, what Ella’s expectations are, and 
that those expectations and boundaries are consistent, enabled staff to place trust in her. 
You know where you stand; there is no grey area… Those boundaries are pretty 
firm and as firm as they are it can lead to a lot of comfort and creativity. When 
those boundaries get blurred there is a lot of confusion and misunderstanding and 
miscommunication (Anna, Director of Faculty, FG1).  
If you watch her on assembly she sets very clear expectations in terms, I think, 
both staff and students really, and then she goes out there and models them and 
she will pull the girls up and I have no doubt she’ll pull us up too. She is a fairly 
straight player in that respect; you know what she expects (Annette, Director of 
Faculty, FG13). 
When staff members were asked how they knew what the expectations were the 
following responses were given: 
She is unambiguous on [sic] her expectations. She can be fairly direct: ‘I would like 
this to be the case.’ If there is something specific that she doesn’t like she will tell 
me directly… I think people know about her expectations, you know, dress codes, 
communicating with parents; there’s a policy about everything on the intranet. If 
you want to know anything it is all there, there is no guess work, there is a policy 
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for everything… and I think that would have come from her in the first instance 
(Alex, Director of Faculty, I5). 
There is clarity in terms of what the expectations are. The expectations are very 
high but they are very clear… there is no mystery in terms of what the expectations 
are… there are a whole range of ways the expectations are described… 
expectations in terms of position descriptions, expectations in terms of the design 
of the school… You are always going back to the position description, the 
documentation in terms of what the benchmark is for expectations… There is not 
some hoop you have to jump through, it is very clear as to what shape it is (Claire, 
Dean, FG2). 
The expectations are set at a high standard which Ella makes clear to staff. However, 
while they are high the expectation is not that people necessarily attain them, but try to 
reach them.  In Maureen’s words, “I think the bar is higher here, but I think that [Ella] 
doesn’t expect you to jump high over the bar, but she has a very high expectation that you 
will try to jump” (Maureen, Head of Sport, FG1). When a staff member reaches those 
expectations Ella provides affirmation: “She gave me tasks and expectations that made me 
step up and she recognises it when you get there, she says, ‘that’s what I want’” (Jack, 
Director of Faculty, I6). 
 
Providing individualised support 
For this transformational leadership behaviour the Head scored 4.66 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. While it was the lowest 
score of the six transformational leadership behaviours, this behaviour had the most 
practices associated with it. Six key practices for this transformational leadership behaviour 
were identified during the data collection. They included: 
9. Offers trust to staff; 
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10. Mentors and coaches staff; 
11. Actively listens; 
12. Supports staff professionally and defends them when necessary;  
13. Provides affirmation;  
14. Keeps confidences. 
9. Offers trust to staff 
Staff members interviewed spoke of their willingness to trust Ella because she trusted 
them.  The embryonic stage of this practice often began at an individual’s appointment to 
the school or to a position of responsibility. Jeanette (School Counsellor, FG2) commented 
that, “she sees things in people that I don’t think they see in themselves.” Several staff 
spoke of the feeling they had when Ella expressed a belief in them even though they didn’t 
feel that they had the capacity to do the role they had been appointed to. 
[Ella] first showed trust in me by offering me the position of Head of House, which 
is a promotional position, which I actually didn’t apply for. I applied for an English 
teaching position and she said, ‘yeah, and you can also do this…’ From the very 
beginning I felt she trusted me a great deal and probably more than I trusted 
myself. Her recognition… made me believe in myself as well. And that trust had to 
develop too because for a while I thought she’d made the wrong decision and 
[wondered] ‘when will she figure it out!’ (Caro, Head of House, FG8). 
This practice was linked to Ella’s mentoring of staff. When asked whether Ella appoints 
people to a position and then leaves them to it Anna (Director of Faculty, FG1) defended 
Ella, recalling that Ella had once said, “we don’t set people up to fail here.” Anna went on to 
describe how Ella provides the support for people to succeed. This feeling was echoed by 
Darren (Dean, I4) who also admired Ella’s ability to see things in people that they don’t 
necessarily see in themselves but then spends the time providing feedback and mentoring.  
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A mentoring meeting between Jeanette and Ella was observed. Jeanette had commented 
earlier in an interview: 
I have never experienced the sort of personal development, you know, at the 
hands of [Ella], and it’s because of her faith in you. [She] pushes you and pushes 
you and I say that ‘I can’t do it.’ It’s never bullying, it’s ‘I have faith in you.’ Over 
the years I have begun to see myself differently… She believes in you and pushes 
you (Jeanette, School Counsellor, FG9). 
The offering of trust extended beyond the appointment of people to positions and 
subsequent mentoring of them: Staff stated that Ella “does not micro-manage where [staff] 
have to constantly account for everything” (Mark, Dean of Faculty, FG13). Her offering of 
trust means that Ella allows people “to make the decisions in terms of the day-to-day 
running of their faculty” (George, Director of Faculty, FG13).  Trent also supported this 
feeling when he said, 
She offers a great deal of trust in me to do the job… she gives me a great deal of 
independence to deal with issues in the school which in my mind are big ticket 
items… She gives me enough rope to deal with those things within quite broad 
boundaries which she allows me to set (Darren, Dean, I4). 
Nancy, the Chair of Council, also commented on Ella’s practice of offering trust to staff:  
And I think that empowering of her senior staff, when I think in terms of the trust 
issues, this is just my observation, because I am not staff obviously, but my 
observation has been that empowering them has really built their trust (Nancy, 
Chair of Council). 
The power of offering trust to staff members was succinctly captured by Jack (Director of 
Faculty, I6)—“she trusts me, and that is huge…” 
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10. Mentors and coaches staff 
Linked to the practice of professionally supporting staff is Ella’s practice of providing 
mentoring. Staff made it clear that Ella appoints people to positions in the school based on 
merit, rather than length of service: this built trust in their eyes. Ella then offers trust to 
staff members to perform the role and spends time mentoring where required. 
She will take people who are showing promise in certain areas and develop their 
careers, even if it means she is going to lose that person as a staff member (Fran, 
Head of House, FG9). 
She’s mentored quite a few staff members who have gone on to be assistant 
principals, deputy principals… she has invested in individuals (Jeanette, School 
Counsellor, FG9). 
Nicole has been given positions of added responsibility by Ella. Currently Nicole is a Dean, 
in charge of a large project that will see the expansion of the school. She is able to do this 
because Ella has trusted her and has mentored her along the way.  
I have been here for nine years and I feel very strongly mentored by [Ella] and 
have felt like that from the onset… without any sense of me [sic] feeling like I am 
locked into being here… she is proud of the fact that she has trained people who 
have become deputies elsewhere (Nicole, Dean, FG14). 
Mentoring of staff includes providing feedback: because Ella has a ‘no friends’ policy she 
is able to provide honest feedback. 
I am someone that [sic] really likes honesty… for me she can be quite brutally 
honest and I love that. I want to hear that critical feedback but then she’ll tell me 
the positive as well. For someone to have the guts to tell me the good and the bad 
in a manner of fact way that’s what I actually trust (Rebecca, Teacher, I4). 
During the course of the visit, two mentoring sessions were observed where Ella listened 
intently, asked probing questions and only when needed, provided clear direction. Ella was 
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clearly proud of the persons she was mentoring; the pride was evident in her face, the 
comments made, and her willingness to entrust those staff members with greater levels of 
responsibility. 
11. Actively listens 
During interviews staff members commented that they trust Ella because she listens. 
When they have an issue they know that if they make an appointment with Ella, she would 
treat them with respect and listen carefully to what they had to say.  Listening was 
described as intentional and attentive. Darren (Dean, I4) commented that “she listens far 
more than she speaks.” 
One of the things that I really value is that [Ella] stays incredibly calm and she 
listens intently… she listens to what I have said, and that is really important. 
Sometimes people don’t listen but [Ella] actually listens and so you know that if you 
are able to explain things properly so that [Ella] has all the information she will 
make a decision that actually works… I think that is why I trust her (Joan, Support 
staff, I7).  
When asked what Ella’s listening entailed Joan explained: 
She looks, you know, eye contact is very good. [Ella] doesn’t do the whole lot of 
the nodding… she asks intelligent questions, really important questions… She’ll ask 
at the end of it what I think about it, whether I agree, if there are any concerns 
about whatever plan we have come up with. She checks back to see whether there 
is anything else… She takes what I say seriously, which is pretty good.  
Another member of staff added to this description of Ella’s listening skills: 
She’s a phenomenal listener, she has the ability to sometimes endure quite dense 
and securitise conversations and she is able to distil the absolute essence of what 
people are meaning, or a clear way through that dense conversation. She is really 
able to let people speak and give them a sense that they have been heard, and 
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respond in a way that often brings a greater layer of insight to that conversation 
than there had seemed to be at the beginning (Sam, Dean, FG14).  
Ella’s listening skills were observed when she met with Joan (Support staff), a person Ella 
had been mentoring for some time. Ella allowed Joan to begin the meeting. Joan spoke for 
10 minutes without interruption. The whole time Ella sat perfectly still, never once averting 
her eyes from Joan; she didn’t nod her head or interject with the typical, ‘yes, aha, I 
understand.’ Ella’s telephone rang while Joan was speaking but that did not distract Ella, nor 
Joan. At the end of the explanation Ella began to speak and was able to summarise what 
Joan had said and what her concerns and feelings were. 
12.  Supports staff professionally and defends them when necessary 
A high degree of comfort for a staff member is derived from the knowledge that if they 
work hard and do their job well, Ella will defend them when required. For teachers, that 
defence is often in response to difficult and demanding parents. According to Caro (Head of 
House, FG8), Ella “believes 100% in [the] school and the teachers.” 
I feel quite confident that if someone attacked me, as long as I hadn’t done the 
wrong thing, [Ella] would support me, back me and fight that battle for me. For 
example, if parents are trying to bully us (Jeanette, School Counsellor, FG9). 
Jack also described how on one occasion he had to deal with a difficult parent. From that 
experience Jack gained the confidence (and trust) that if he had done his job then Ella 
would defend him. “There is a resounding, unequitable [sic] backing of me in my role. I feel 
safe here… it is very empowering” (Jack, Director of Faculty, I6). 
The professional support that Ella provides goes beyond simply defending a staff member 
against a parent, it also includes supporting them professionally to perform their role. 
I trust [Ella] because she trusts me back… When I have made decisions she 
supports them and doesn’t have to second-guess them. If she does ask me to 
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explain something she will say, ‘I agree,’ and she probably uses the word trust 
quite explicitly to me (Rebecca, Teacher, FG8). 
While “never micro-managing” (George, Director of Faculty, FG13) staff members know 
instinctively that Ella is there to take on a problem if it becomes too difficult for them to 
solve. Referring to an issue that was hard to solve, Annette recalled a conversation she had 
had with Ella: 
[She said to me], ‘neither of us can work this out.’ I appreciate that [Ella and I] can 
agonise together, and the fact that she will actually say, ‘ok, you have gone far 
enough with this now, I need to take it on from here.’ It is nice to trust that there is 
somebody there… the positive is that she doesn’t say, ‘you should have been able 
to sort that out’ (Annette, Director of Faculty, FG13). 
Newly appointed staff can also expect professional support from Ella. Within the first 
month of being appointed all new staff members meet with Ella for a “touch base catch up. 
[Ella] has a genuine interest with how you are going which does build a significant amount 
of trust” (Kerryn, Director of Faculty, FG8).  Kerryn commented further about Ella’s 
professional interest in staff members: 
I recently went to a conference and before I could even schedule an appointment 
to tell her about the conference she was already asking for a meeting to find out 
how it went… The interest in the individual is pretty impressive... I think again that 
just leads to that idea that… you’ve been given the strength and the trust to do the 
job (Kerryn, Director of Faculty, FG8). 
 
13. Provides affirmation 
A small number of staff interviewed shared how they appreciated the occasional gesture 
of affirmation Ella provided, recognising a job well done or an occasion when a person had 
met her expectations. They linked this with their willingness to place their trust in Ella.  
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One staff member said that Ella had left baskets of fruit in various staff workrooms when 
a job had been done well. Another member of staff said “you can never go to a function 
without her sending out emails saying how thankful she was, or it went well.” (Charles, 
Administrative staff, FG14). At a staff briefing Ella was observed giving public 
acknowledgement to the Music Department for their preparation of students for an 
upcoming event: “You would pay good money to hear the quality of music these students 
produce” (Ella, Head of School 27). 
14. Keeps confidences 
Stories were told of how Ella consistently keeps people’s confidences; there was no 
question in the staff member’s mind about her professionalism when it came to confidential 
matters and information. Fran (Head of House, FG9) shared a story about one member of 
the staff who was asked to leave the employment of the school a number of years ago. 
Evidently the staff member had been stood down while an investigation occurred. That staff 
member never returned to the school. Fran commented that when staff enquired after the 
person Ella was “tight lipped” and responded with a simple statement not unlike, “she is not 
here anymore, that’s it, conversation is over” (Fran, Head of House, FG9). Fran went on to 
say that “you never hear the details”, it is always kept at a very professional level. 
Other staff told stories of the times when they have shared with Ella personal matters 
that they were struggling with: 
I have the confidence that if I was to share something with her that it wouldn’t go 
further. I have had experiences of that… In my first year my husband became very 
unwell and I didn’t need people to know that sort of thing until we had a 
diagnosis… and so to go to your principal and not have that leaked out and have 
people looking at you differently [is wonderful] (Renaye, Dean, I10). 
Trust in Ella for these individuals is the knowledge that they can share an issue with her, 
safe in the knowledge that it will go no further: 
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You won’t find that she has betrayed your confidence. Well, I have never found 
that she has betrayed confidence where I have had some of those difficult 
discussions and then found [out] that somebody has told me back part of that 
discussion… I feel that I can have faith in her that I can have a discussion (Annette, 
Director of Faculty, FG13). 
Intellectual stimulation 
For this transformational leadership behaviour the Head scored 5.73 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. No practices were 
identified with this behaviour.   
Other 
One practice was identified during the data collection that could not be clearly linked to 
one of the six transformational leadership behaviours and this was makes informed decisions 
and follows through on those decisions. 
15. Makes informed decisions and follows through on those decisions 
I love how she makes a decision: I really admire that. Prior to here I worked at 
[another school]. There the culture is such that it is very hard to make the tough 
decisions but I know I can trust [Ella] to make a hard decision. Sometimes I might 
not agree with it but am happy that the decision has been made, rather than still, 
sort of ‘no-mans’ land, wondering what has happened and if it has been swept 
under the carpet (Renaye, Dean, I10). 
Ella’s decision making capacity was described by the staff interviewed. Nicole stated, “she 
is quite bold in some of the decisions she makes, and they’re successful decisions” (Nicole, 
Dean, FG14). On occasions some staff have not agreed with a decision that Ella has made, 
only to discover later that it was in fact a sound decision made in the best interests of the 
school (Jan, Head of House, I12). Staff members have grown in confidence (and trust) that 
Ella’s decisions are about the “bigger picture and have a long-term focus” (Jan, Head of 
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House, I12). The decisions are then “accepted by staff because people see that they are 
made in the best interests of the school, and that can be hard to argue with” (George, 
Director of Faculty, FG13). 
Ella’s decision making ability has grown over time: 
She has learnt to slow down when making decisions; she won’t let people bully her 
into making decisions that she needs to think about… We have learnt to trust her 
because she is not going to jump and do things too quickly and it is going to be the 
wrong decision (Gabrielle, Deputy Principal, FG2). 
Ella makes many decisions in consultation with the relevant stakeholders: Consultation is 
aided by the meeting structures the school has established. Renaye described how Ella will 
use the academic meetings to hear ideas and gather information from other staff to help her 
make informed decisions. 
I trust her decisions because she consults with staff before making them, but I also 
trust her judgement (Lauren, Administrative Staff, I3). 
Staff members’ trust increases because Ella will not only make the decision, but follows 
with action: 
She follows through; it usually is the right decision because she is so informed. She 
could bend and tweak [the decision] but she always supports any decision she has 
made. It’s almost like ‘that decision is made and you have to support that’ 
(Rebecca, Teacher, FG8). 
 
Head/Chair relationship 
Nancy has served on the Council for 18 years; the last six as the Chair. There are seven 
members of the Council, each of whom is appointed under the School’s constitution. Nancy 
is a past student and so has a special affinity with the school. She holds a law degree and 
runs an ‘effective governance’ consulting business for high level corporations. Nancy is an 
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advocate for the Tricker (2008) model of governance which has a strong synergy with the 
Carver Model. For this reason Nancy has a very clear understanding of effective governance:  
I’m a governance purist so I believe in a very clear distinction between governing 
and managing and we are a governing board, not a managing board, sometimes to 
the disappointment of some Board Members who really would prefer to tell the 
Principal how subjects should be taught and you know, where girls should sit and 
not sit and yes, so to tell the Principal how to do their job but for me we are 
completely a policy-setting, monitoring and oversight board so even in terms of the 
strategic direction of the school (Nancy, Chair of Council). 
Nancy has a vested interest in Ella and her success as principal as she was on the 
committee who appointed Ella in 2002.  
There is a very strong trust relationship between Nancy and Ella; in Nancy’s opinion the 
Chairman/CEO relationship that the two have is the best she has experienced: “I can 
honestly say…  I’ve had a fair number of Chair roles and certainly Board roles now, and I’ve 
never had a better relationship than I have with [Ella]” (Nancy, Chair of Council). The 
relationship they have has grown and strengthened over time. Both recognise how different 
they are as people; if circumstances were changed they would be unlikely friends: 
We’re borderline friends.  We would probably be friends if it wasn’t a Chair/Principal 
relationship so certainly we’re very different people. She’s very warm, emotions 
carry her a bit, she’s a lawyer so decision making sometimes is, well there is this 
side and there is this side where I’ll just make a decision but [Nancy]; we’ve 
worked here for a long time and understand each other and we get on well (Ella, 
Head of School 27). 
I’ve often said that I really, you know, have come to the point over the years of 
working with [Ella], we’re incredibly different types and I actually think it is why it 
works really well but if we met in life without this relationship we possibly would 
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have had no interest or attraction to one another at all because we are quite 
different… I know [I] look forward to one day being able to have a friendship [with 
Ella] (Nancy, Chair of Council). 
 While it is a close relationship both recognise a professional boundary has to exist so as 
not to interfere with the business at hand, or to create a divide between themselves and the 
rest of the School Council. 
I am always mindful I can’t have a true, proper, full friendship with someone where 
we ultimately have to have that, you know, sometimes have a difficult discussion…  
You also run the risk of an us and them mentality, opening up with the rest of the 
Board, ‘oh, here comes the [Ella] and [Nancy] show.’ So you have to work quite 
hard at not appearing to be too much on that side of the fence (Nancy, Chair of 
Council). 
While a strong relationship exists between the two, a number of practices that have 
developed the relationship of trust were identified. These are now described. 
Ella recognises the importance of respect for the role and authority of the Chair. To 
ignore that respect “would be to a Head’s peril.” 
It’s about politics, first and foremost, and you’re stupid if you think they’re [sic] not: 
So happy Chair, happy Principal, happy school. And you want the Chair and you 
aligned in such a way that no [council] member can come between the two of you 
and that’s always been my premise (Ella, Head of School 27). 
 The practice of respecting the Chair and his/her authority is prominent in not only Ella’s 
mind but also Nancy’s. Nancy trusts Ella because she has never let her down. If Nancy has a 
request, or raises an issue with Ella she knows that Ella will respond. 
I have never ever had cause to doubt that I can trust [Ella] absolutely, just purely 
because of those experiences where she has never let me down.  You know, she’s 
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never failed to deal with an issue if I’ve asked her to or respond to an issue… 
(Nancy, Chair of Council). 
This practice has deepened trust over time. Experience has shown that Ella always 
responds to Nancy’s requests. “Experience, experience, I think there is no substitute for the 
experience of working together” (Nancy, Chair of Council). Nancy is now at a point that she 
uses words like “absolutely trust Ella” because Ella respects and acknowledges the authority 
of the Chair. 
… whereas I’ve seen some, you know, extraordinary tricks played where the CEO 
notionally does what the Chair has asked in a very public way, by using some 
means of exposing the Chair’s, you know, hand, if you know what I mean, whereas 
[Ella] has never given me cause… [Ella is not going to try any] nefarious means of, 
you know… as some other CEO’s do, ‘okay, then I need to find another friend 
within the [Council] who will champion this [if the Chair does not agree with me],’ 
but she doesn’t.  That to me is intrinsic to the trust that is, any discussion that we…  
I don’t ever have to address anything other than what it is (Nancy, Chair of 
Council). 
Linked to this practice is Ella’s ability to keep the confidences of the Chair. Nancy often 
talks with Ella about Council room politics. Nancy will share concerns that a council member 
has with Ella’s performance or with a strategic direction for which she is trying to gain the 
support of the council. In doing so Nancy will ask Ella to “be prepared for a question from [a 
council member],” or “be ready to respond to this issue.” In alerting Ella to concerns or 
issues raised by Nancy, Ella has always kept confidences. 
… she’s never failed to deal with an issue if I’ve asked her to or respond to an 
issue, if I’ve asked her to without blowing, you know, the fact that she’s being put 
on alert… ‘That guy down the end of the table is wanting you to answer this 
question, you really need to be prepared for that and you need to not tell them that 
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I’ve told you that.’ And I have had experiences, not just in board rooms, but we’ve 
all had experiences of people where you very quickly know that you can’t trust 
them and it’s just the fact of the matter, I can, because [Ella’s] never let me down 
and she kept the confidence if I needed her to keep [sic] (Nancy, Chair of Council). 
Another practice that Nancy identified was the regular appraisal of, and feedback to, the 
Head on her professional performance. Nancy takes the role of governance very seriously, 
which includes the responsibility for the appointment, monitoring and appraisal of the Head 
(Tricker, 2008). Ella is appraised once a year but Nancy believes that feedback should be 
continual so that there are “no surprises” at the time of the formal appraisal process. Nancy 
believes that the practice of constant feedback and appraisal is intrinsic to the development 
of a professional working relationship between the two, and therefore the development of 
trust. 
To me that performance appraisal approach is actually intrinsic in the whole 
relationship where we constantly, you know, I don’t believe in just a once a year 
process and there’s almost no surprises. Not almost, there’s never any surprises 
when it comes to performance appraisal time because it gets fed back in real time 
throughout the course of the year (Nancy, Chair of Council). 
 The practice of regular feedback and appraisal has resulted in honest and open 
communication between the two. For this reason Ella can trust Nancy because she knows 
‘where she stands”: Nancy can trust Ella because she is confident that she can provide 
feedback to Ella and she will see that it is professional and not personal:  
… going to the heart of the matter, it has to do with the emotional maturity that it’s 
not personal.  You know [Ella] understands what’s personal and what’s not and so 
the feedback, you know, we are able to be incredibly honest with one another 
about things (Nancy, Chair of Council). 
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To attain the relationship of trust the two enjoy a key practice of regularly meeting 
together. The School Council meets once a month: Ella and Nancy would meet two to three 
times between each meeting. Usually the meetings are quite informal, off campus, often at 
a public bar over lunch or dinner. At other times Nancy may telephone Ella, checking if there 
is “anything on the agenda or just a question on notice” (Ella, Head of School 27). Often 
both will communicate via text, particularly if the issue is not urgent. They discuss high level 
issues: Ultimately Ella is keenly aware that there should be “no surprises” for Nancy. For 
example the two would discuss:  
Reporting issues to Department of Child Safety, it depends, if it’s media and it’s ‘low 
rent’ or it’s good I can send an email with the link.  If it’s problematic with a staff 
member but not urgent I would tell her when I next saw her.  If it’s a high issue, 
staff lawyer stuff I’ll leave a phone message.  If I didn’t get a response in time I 
would send a text because you know never know where she is. Yeah, it depends on 
the level of complexity and urgency (Ella, Head of School 27). 
 Often the two talk about the council. Nancy recognises that the role of Head is a lonely 
job and so she sees one of her responsibilities as being a “sounding board for the principal.” 
However, Nancy sees the role of Chair as equally lonely at times because the position has 
few confidantes with whom to discuss issues.  
In addition to the two to three monthly meetings Ella and Nancy will attempt to ‘catch up’ 
informally after events at the school: 
I’ll come in and have coffee with [Ella] before we go to the P&F AGM [Parents and 
Friends Annual General Meeting] or I’ll try to get in or hang on afterwards so we 
can have a scotch together… so it just varies but I feel like I see her once a week, 
sometimes that’s virtual, sometimes it’s because we’re both avid texters so I guess 
that’s the other reason we work together well because we’re quite happy to shoot a 
quick text and just deal with something that way (Nancy, Chair of Council). 
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 The practice of regularly meeting together and being open, honest and transparent has 
served as a key practice in the development of trust between the two: “… in truth, one of 
the most simple yet essential things, that the Chair and the CEO have to have enough 
exposure to each other to understand each other as people” (Nancy, Chair of Council). 
 Ultimately, Nancy trusts Ella because she knows she is “just very good [at her role], she 
is very capable, very intelligent and very disciplined” (Nancy, Chair of Council). Experience 
has not only developed the trust relationship, but has also affirmed to Nancy that she and 
the Council made the right appointment when they appointed Ella to the position of Head of 
School 27. 
 
Summary of findings 
 Ella has been the Head of School 27, a high fee girls’ school, for 11 years. She describes 
herself as an introvert who draws a very clear boundary between personal and professional. 
She is passionate about School 27 being the “best school in Australia, if not the world.” 
Members of the 190 strong staff use words such as “awe” and “intimidation” in the same 
sentence to describe their Head, but say they have a keen sense of admiration for Ella’s 
intellect, leadership and vision for the school. While not presenting to the school community 
as an overtly warm person, many staff know that behind the professional and formidable 
exterior there is a person with a very human, compassionate and caring side. 
 Ella enjoys a high trust relationship with her staff and Chair of the governing body, 
having an overall trust score of 24.66, placing her as the 5th most trusted leader from the 
Heads surveyed in Phase one of the research. By interviewing 25 teachers and non-teachers 
at the school, observing Ella's day-to-day interactions and administering a survey to confirm 
collected data, 15 key leadership practices emerged that have engendered the staff's high 
level of trust in Ella's transformational leadership. These included: 
1. very well read; 
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2. represents the school well; 
3. openly admits mistakes; 
4. remains calm and level-headed; 
5. works very hard; 
6. no favourites policy; 
7. is transparent in communication; 
8. provides clear expectations; 
9. offers trust to staff; 
10. mentors and coaches staff; 
11. actively listens; 
12. supports staff and defends them when necessary; 
13. provides affirmation; 
14. keeps confidences; 
15. makes informed decisions and follows through with those decisions. 
Nancy, the Chair of School 27’s Council, was on the selection committee that appointed 
Ella in 2002. At the time Nancy was the Deputy Chair of Council. She took on the role of 
Chair in 2006. Over time Ella and Nancy have fostered and developed a very strong trust 
relationship to the point that Nancy describes her trust in Ella as “absolute.” To achieve this 
high level of trust a number of practices have been employed.  
Ella respects the position and authority of the Chair, ensuring that she always 
communicates honestly and transparently, that there are never ‘any surprises’, and any 
requests or directives from the Chair are carried out promptly. Ella and Nancy acknowledge 
that they are both very different people but if circumstances were changed they would be 
friends. However, whilst enjoying a borderline friendship their relationship is always very 
professional so as to be perceived as such by the remainder of the Council. Nancy ensures 
that Ella is regularly provided honest feedback and is appraised once a year. This practice 
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enables the two to enjoy a very honest, robust and therefore trusting relationship. A key 
practice has been the meeting and regular exposure to each other to enable both to 
understand the other as a person. They meet between two and three times a month, mostly 
informally over a meal or drink, and text and email regularly. Finally, through experience, 
regular feedback and meeting, Nancy trusts Ella to competently perform the role because 
“she is just very good, she is [so] very capable” (Nancy, Chair of Council).  
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Chapter 7 – Case 3: School 6 
School 6: The context 
School 6 is an inner city girls’ school located in another major capital city in Australia. 
Originally established as a church school, School 6 opened its doors in 1895 with one 
student, one teacher and a principal in a terrace house in a suburb that, at the time, would 
have been described as outer city. Within five years the school had grown to over 100 
students and, out of necessity, moved to its current location, a three acre parcel of land 
which today, affords sweeping views of the city’s central business district. The school now 
educates 880 girls from Kindergarten to Year 12.  
From the street the school is somewhat non-descript in its appearance. The original 1840 
homestead purchased by the school in 1901 is barely visible amongst the jumble of 
buildings that have sprung up around it, seemingly without any forethought or planning for 
future possibilities. Students enter the school through a small, green security gate which 
remains locked to the outside world for much of the day. The campus is almost medieval in 
plan and layout, with new buildings constructed when required, jammed up against the 
older buildings, connected by a myriad of narrow corridors, dark staircases and random 
pathways. The one small quadrangle of grass is well sought after by the students at break 
times. 
The school is a high-fee school with the annual fee for 2012 for a Year 12 student being 
$29,411. The SES score of 128, coupled with the high fee, points to the very high socio-
economic backgrounds of the families that it serves. 
The vision for School 6 is to affirm its intention to equip the students for the future 
through the best possible education. To this end the purpose of the school is to give to each 
student the opportunity to reach her academic potential, to flourish and grow in 
competence, and to be articulate and accomplished, and to have a sense of self-worth to 
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allow her to make a significant contribution to the community. The main building, obscured 
by a century of construction projects and home to the Head’s office and the staff common 
room, celebrates the achievement of this purpose. The halls are adorned with the stories of 
past students, celebrating all forms of success: poets, writers, nuclear physicists, teachers, 
athletes, models, farmers, actors, broadcasters, zoologists, dancers and mountaineers.  
 
The Head and the Chair 
Eileen (pseudonym) was appointed as Head of School 6 in 1996. This is her first 
headship, but while she has served the school as Head for 17 years, she is still the shortest 
serving Head of School 6 in its 117 year history. Eileen was rated as the most 
transformational leader with a score of 12.79 and the most trusted leader with a total trust 
score of 28.49 in Phase One of the research project. 
Eileen is a most affable, frank and down-to-earth person; very friendly and warm towards 
the staff and the students, knowing most by name. However, this was not always the case. 
Eileen was once described by the Chair of the governing body (the Council) as a person who 
“did not suffer fools easily” and as such, was quite aloof.  Eileen said of herself:  
I have to say that I am actually rather a shy and introverted person, so it seems an 
extraordinary stupid choice of position to be. Heads need to be much more out-
going than I am. So I know that I come across—I’ve worked really hard at this—
come across as quite aloof sometimes from staff, so I don’t do the social 
discussions, the chats well, you know the chats over the coffee machine, although I 
work really hard at that and if I am not careful I will be thinking and I forget to say 
hello and I do that more often badly than I should. It is quite an incongruity in a 
way because I actually care deeply about people although sometimes you might 
not know it (Eileen, Head of School 6). 
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The Chair shared the story of an end-of-year Council review where Councillors provided 
feedback on the performance of the Council and the Chair as well as the Head. Councillors 
had commented that Eileen did not give them the respect they hoped for as volunteers, 
observing that she often expressed her frustration in the Council room through the use of 
inappropriate body language. Councillors sensed that Eileen saw the Board as a stumbling 
block for what she wanted to achieve. Feedback was provided to Eileen by the Chair and 
with great courage and humility she responded positively and attended the High 
Performance People Skills for Leaders course at the London School of Business 
(www.london.edu/programmes/executiveeducation/leadership.html). There she learnt 
about, “how to talk to people because I was such a shy person” (Eileen, Head of School 6). 
The Chair commented that this was a turning point for Eileen:  
There was a general niggling problem between her and the [Council] where the 
[Council] felt that she wasn’t treating us as useful human beings and that we were 
just holding her back… [Council] relations three or four years ago started to get 
quite fractious, and it was a personality thing more than anything else, not a 
question of her competence… So the Deputy Chair and I had a very difficult 
conversation with her that year about how [Eileen] has to really show more respect 
to all of us… To her great credit she took it on the chin… and she decided to do a 
course at [The London School of Business] about effective personal relationships… 
for [Eileen] it was life changing, she learned about how to interact with other 
people, how to deliver feedback and how to actively listen and how to control her 
personal feelings about something and have a more professional façade. And she 
came back from this a changed woman and ever since has been so… and there was 
a noticeable [changed] way in which she treated people (Margaret, Chair of School 
6). 
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 Eileen commented that this was actually the second time that she had attended this 
course; the first time was in 2001. Eileen said that the 2001 experience had a significant 
impact on her as a Head: “I came back from 2001 a seriously different Head” (Eileen, Head 
of School 6). Perhaps the impact of this experience and the professional learning that 
occurred on this course was a point whereby trust between Eileen and the staff grew. 
Margaret certainly articulated that the trust relationship between herself and Eileen, and 
Eileen and the Council was deepened and strengthened after Eileen attended the course a 
second time in 2009. What is interesting about this story is that practices, such as active 
listening , which was important in trust-building in the first two cases together with this 
case, can be learned: Introverted Heads can learn the skills to manage people effectively in 
order to develop trust. 
School 6 was established as a church school, but due to financial woes in 1976 it was 
sold and is now owned and operated by a company limited by guarantee, and governed by 
a Council of 12 directors. While the school is no longer owned by the Church, it still 
expresses its Christian values and heritage, employs an ordained chaplain and has four 
members on the Council who represent the Diocese. Of the remaining members of the 
Council, six are elected from the parent body and two from the Old Girls’ Association (an 
association of past students of the school). The Council reports directly to its key 
stakeholders who are the parents, the Old Girls’ Association and the Diocese. 
The current Chair, Margaret (pseudonym), is a managing partner of one of Australia’s 
oldest and most successful commercial law firms. As a managing partner, Margaret reports 
to the Firm’s Board for the strategic direction and the overall operation of its business to 
ensure its short- and long-term success. This role provides Margaret with a clear 
understanding of appropriate governance structures and responsibilities as well as the 
unique dynamic of being a Chair of a school who in her paid employment is a CEO who 
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reports to a Chair. Margaret is an ‘Old Girl’ of the school and has been on the Council for 10 
years; for the past six years she has been the Chair. 
During her 17 years Eileen has worked under five Chairs. Eileen’s position at the school 
became very tenuous under the third Chair, who was also a parent at the time. He 
expressed strong views to the Council as to how the school should be run (Margaret, Chair 
of School 6). At the point of crisis the Chair called a special Council meeting without 
informing Eileen. Fortunately the majority of the Council did not support the views of the 
Chair who was attempting to involve himself in operational matters which are not the 
domain of a Council. He consequently stood down and an interim Chair took the position 
until Margaret’s appointment to the role in 2006. Eileen was very sorry that that relationship 
did not work because she “learnt more from him, I really think he did some great things for 
me, and in my opinion the [Council] did not handle things well, they let him be an 
autocratic” (Eileen, Head of School 6). 
 A summary of the background information for School 6 is contained in Table 7.1. 
Table 7-1 School 6 background information 
Case 3  
Total Trust Score 28.49 
Ranking 1st most trusted leader from Phase One 
Total Transformational Leadership Score 12.79 
Tenure of the Head 17 years 
Experience as a Head 17 years 
Current Chair’s tenure 6 years 
Total Staff 140 
Annual fee—Year 12 $29,411 
SES 128 
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The visit 
As for each case, staff members of School 6 were invited to attend focus group 
interviews during the four-day visit. The initial invitation was sent via email, with an 
introduction prefaced from the Head. Eileen’s introductory comments provided an initial 
insight into relational style of leadership: 
Hello everyone! Welcome back to the new school term. I hope that you had some time to 
enjoy yourself over the past three weeks, whether you were on holidays or not. I hope that 
you are looking forward to the term! 
You might recall that earlier this year I invited you to fill out a survey about the matter of 
trust in Heads, for a fellow principal… who is undertaking some research in this area for his 
PhD. He is going to follow that up with a visit next week. 
If you would be prepared to help him by talking to him at some stage throughout the week, 
that would be great and I would appreciate it, but of course you don’t have to! I know that 
you are all busy. So read below and see what you think… 
Looking forward to seeing you all throughout the day. 
Warmest regards 
[Eileen] (email sent to all staff 16 July 2012). 
 
Twenty six people in all attended 14 interviews: the Head, the Chair, two senior staff 
members (Directors), five middle management staff members (Heads of Department), nine 
teachers and seven support staff. Interviews were either one-on-one, in pairs or in groups, 
with the largest group being seven. Data saturation was achieved after the eighth interview. 
Table 7.2 sets out a summary of the interviews and the people who attended. 
The Chair was interviewed at her office on the second day and the Head was interviewed 
on the third day. Between interviews time was spent observing Eileen’s interaction with staff 
and the school in general. The remainder of this chapter tells the story of the trust 
relationship between the Head and her staff and the Head and her Chair of Council. 
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Table 7-2 Summary of interviews held at School 6 
Focus group (FG) or 
interview (I) 
number 
Number of 
participants 
Pseudonym Role/position in the 
school 
FG1 4 John 
Amanda 
Anne 
Erin 
School Chaplain 
Administration staff 
Teacher 
Teacher 
I2 1 Justine Teacher 
I3 1 Sam Head of Department 
FG4 2 Barbara 
Jenny 
School Counsellor 
Support staff 
FG5 3 Tom 
Kim 
Claire 
Head of Department 
Support staff 
Teacher 
I6 1 Robyn Director 
I7 1 Pam Teacher 
FG8 7 Jane 
Leisa 
Asimina 
Silvia 
Belinda 
Martha 
Janet 
Head of Department 
Teacher 
Head of Department 
Support staff 
Teacher 
Teacher 
Head of Department 
I9 1 Jo Support staff 
I10 1 Ingrid Head of Department 
I11 1 Scott 
 
Director 
 
I12 1 Christine Director 
I13 1 Eileen Head of School 27 
I14 1 Margaret Chair of School 27 
Total 26   
 
Staff/Head relationship 
Data collected from the interviews were analysed during the fourth stage of each 
interview. Comments made by interviewees were condensed into shorter statements and 
repeated to the individual or group for confirmation of what was heard, for example, “so you 
are telling me that Eileen is consultative with staff?”  In some cases, the condensed 
statements made were confirmed during observation of the Head in her day-to-day 
interaction with the staff and students of the school.  
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The condensed statements were coded using Podsakoff’s (1990) six behaviours of 
transformational leadership with a seventh ‘other’ category added for statements that did 
not fit any of the six. For further confirmation a staff survey was administered using the 
identified practices. Sixty six staff responded to the survey giving a confidence level of 95% 
in the results with a margin of error of +/- 8.8%. In all, 12 practices were identified with 11 
coded against Podsakoff’s six transformational leadership behaviours. Table 7.3 lists the 
identified practices under each of the six transformational leadership behaviours and their 
importance rating.  
 
Table 7-3 Case 3: Identified practices for School 6 
Code 
(transformational 
leadership 
behaviour + other) 
TLM Score 
for  
Phase One 
TLM Score for  
Phase One 
Importance 
rating 
Identifying and 
articulating a vision 
6.24 None identified  
Providing an 
appropriate role 
model 
6.34 1. Is visible around the school 
2. Openly admits mistakes 
3. Remains calm and level headed 
4. True to her word 
5. Is very reflective 
1.57 
1.77 
1.92 
1.92 
1.83 
Fostering 
acceptance of group 
goals 
6.10 6. Values advice and input from staff 1.90 
High performance 
expectations 
6.49 None identified  
Providing 
individualised 
support 
5.82 7. Offers trust to staff 
8. Actively listens 
9. Cares for staff 
10. Provides affirmation 
11. Keeps confidences 
1.94 
1.90 
1.90 
1.83 
1.90 
Intellectual 
stimulation 
5.81 None identified  
Other  12. Makes decisions and follows through 
with those decisions promptly 
1.95 
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Each of those practices is now discussed in turn, listed under its respective 
transformational leadership behaviour and the seventh ‘other’ category. Evidence for each 
behaviour is supplied either in the form of a statement or statements from an interview or a 
record of the observed behaviour. In some instances email correspondence was collected 
and used as further supporting evidence. 
 
Identifying and Articulating a Vision 
For this transformational leadership behaviour the Head scored 6.24 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. No staff reported 
practices that they appreciated in terms of their giving trust to the leader that could be 
clearly attributed to this behaviour. 
Providing an Appropriate Model 
For this transformational leadership behaviour the Head scored 6.34 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. Five key practices for 
this transformational leadership behaviour were identified during the data collection: 
1. Is visible around the school; 
2. Openly admits mistakes; 
3. Remains calm and level-headed; 
4. True to her word; 
5. Is very reflective. 
1. Is visible around the school 
While not an overly large school in terms of physical size and student and staff number 
(School 6 is the smallest school forming part of the study) Eileen commented that she rarely 
wanders the school to casually visit classrooms or to speak with students. If she does leave 
her office it is with intent to speak with a member of staff: Eileen prefers to speak in person 
rather than send an email if possible. Nevertheless a number of staff members who 
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attended the interviews commented that Eileen is indeed very visible around the school; this 
view was further supported by 61 staff in the confirmation survey. 
She takes time getting to know all the girls… she is somebody who is very tangible 
in the school, very present… She is very open to understanding everyone who is 
involved with the school, the students, the parents and the staff. I feel as though I 
could just go up and speak with her about anything (Amanda, support staff, FG1). 
She’ll pop into a form room to speak to a girl. She makes a point of coming out for 
morning tea and lunch. Though she might sit with the other executive, she is there 
all the time. People can grab her if they feel the need. Also, she is pretty always 
[sic] in her office and makes time to see you (Anne, teacher, FG1). 
 It is likely that the visibility of Eileen is aided in part by the small size of the campus and 
the central location of the Head’s office. Eileen’s office is located on the ground floor of the 
original homestead. The expansive windows give her a strong sense of connection with the 
school and a second entrance to the office leads straight out to the quadrangle of grass 
where many students sit at lunchtime. The staff common room is almost across the hall 
from Eileen’s office and is well patronised at break times. There is a strong sense of 
community. Morning tea and lunch is provided, for which staff pay a small fee, and there is 
an up-market coffee machine. Eileen can be seen in the common room during most breaks. 
Eileen also stated that she is rarely away from the school during term time, prioritising being 
on campus rather than attending many of the conferences that are on offer each term. 
2. Openly admits mistakes 
 Eileen is a very down-to-earth person. Her philosophy of education is that schooling is far 
more than being about academic achievement. While this is important, the key purpose of 
education at School 6 under Eileen’s leadership is about being human, about building 
relationships, about enabling each student to flourish and grow in competence, becoming 
articulate, accomplished young women with a sense of self-worth. This strongly held belief is 
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borne in part by her experiences at school as a student. Eileen has no fear of sharing her 
humanness, her vulnerabilities with the community, and to admit her mistakes.  
I’ve always thought that staff will work hardest for me and care about what I 
think… if they admire and respect me… so being explicit about who I am as a 
person and showing my vulnerabilities and saying I was wrong when I was wrong 
publicly and trying to articulate what I think is important; I really try to do that as 
much as I can (Eileen, Head of School 6). 
Staff members view this trait as not as a weakness but as a key strength of Eileen’s 
leadership, connecting them to her on a very human level: “She is able to say when she is 
wrong” (Ingrid, Head of Department, I10). 
On other occasions [Eileen] has been humble enough to admit her mistakes… she 
is willing to be vulnerable in some ways I guess, and to be open…, not just say ‘I 
said this and so bad luck, that’s how it is.’ I know that she will be honest, and to 
think about things and to think about criticisms. I think that is an important part 
about trust, not just to defend themselves [sic] but to listen carefully, to really 
listen and to try and understand where someone else is coming from (John, 
Chaplain, FG1). 
She admits her mistakes… Early this year she decided that we weren’t going to do 
report checking anymore; that we would just check it ourselves. Then after the first 
of reports that came in, obviously that didn’t work and so she went, ‘ok, now we 
will check them.’ She is obviously open to feedback, and ‘oh well, that didn’t work’ 
(Anne, teacher, FG1).  
… she will stumble over things, apologise and make a joke. She puts forward this 
thing, ‘I’m a real person just like you. I make mistakes.’ And that can come across 
in school assemblies… (Scott, Director, I11).  
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Being seen as human is very important to Eileen and the expression of her vulnerability 
means that in many decisions she makes, or difficult issues she faces, she ‘walks with’ the 
staff and students rather being seen as the person who needs to have the answers. One 
example was cited by a member of the staff. When the Commonwealth Government’s Work 
Choices legislation was introduced in 2004, Eileen chose to wrestle any issues with the staff 
openly rather than behind closed doors. This practice has links to Eileen’s valuing of staff 
members’ viewpoints and her decision making framework (see later in this section).  
Often she says when she finds [something] a problem, she doesn’t always have to 
know the answer, or be right, she will often express when she is confused about 
the way forward (Silvia, support staff, FG8). 
She is a very human person, and her personal qualities as such that errors and 
things are all part of humanity, and she communicates that to both students and to 
staff… (Martha, teacher, FG8). 
3. Remains calm and level-headed 
 While only two staff members talked about this practice, its existence and value in terms 
of trust was evident in the confirmation survey. For the two previous cases (Schools 9 and 
27) this practice was described clearly as ‘remains calm and level-headed.’ The two staff 
members who identified this practice in Eileen’s behaviour agreed that she is calm and level-
headed, but preferred to use words like “predictable” and “consistent”. However, they also 
agreed that predictable and consistent can also be used to describe a person who will 
predictably lose their temper, or is consistently debasing of others. 
Every single week she is always the same, she’s so level, she’s never surprising and 
I think that engenders a huge amount of trust, she is very predictable… we see the 
same thing all the time which I think makes people feel very safe, they know what 
they are going to get… the unflappableness… stable (Robyn, Director, I6). 
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4. True to her word 
Why I trust [Eileen] is because what you see if what you get, she is one of the 
most direct individuals I have ever encountered, she doesn’t lie, she is truthful, she 
is straight forward… completely upfront, I like that kind of person, I can trust that 
kind of person… She is true to her word in everything (Asimina, Head of 
Department, FG8). 
 Being true to one’s word is a practice that Eileen values highly. She learned how 
important it is to be true to your word from her father. For Eileen it is more than a practice: 
It is a value that is deeply embedded in the person she is. Eileen reflected much about the 
notion of trust before the visit. For her, the notion of being true to one’s word also has to 
encompass goodness to ensure trustworthiness: 
Your word [is] really important. But then I was thinking, well, evil people do what 
they say—can do what they say—but they’re not trustworthy. So there is something 
about goodness, about the right intentions, the caring about the right things that 
also comes with trust (Eileen, Head of School 6). 
Comments were repeatedly made in focus group interviews about Eileen’s being true to 
her word; knowing that Eileen is always upfront, honest and will do exactly what she says 
she will, gave them a strong sense of safety and comfort, or trust, in her. This behaviour 
had strong links with the words predictable and consistent used in the previous practice, and 
her ability to actively listen. 
Eileen is passionate about the wellbeing and pastoral care of young people as well as the 
staff. Several interviewees expressed their value of this passion but what they were really 
saying was that Eileen does not just speak publicly about the wellbeing of students and staff 
but all her actions and decisions have passion as her focus.  
I see that what she says [is] up front, so within the forum of the parents or in an 
assembly, she says to the parents, ‘your daughter’s welfare is our primary concern,’ 
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then I know the conversations I have with her and the things that we do here is 
[sic] very much right down to every single individual in the school, we’ll do 
everything we can to help every individual… I trust her in that way (John, 
Chaplain). 
What she says in a public forum, like speech night, staff meetings, one-to-one, is 
actually is what she means. She is congruous in all of those forums. When she is 
just talking to teachers at a staff meeting she could say the same thing to a parent, 
she could say the same thing to a student. So I trust that she is consistent in her 
character and what she is saying is what she is going to do (Pam, teacher, I7).  
 Being true to her word is deeper than simply ‘saying what you mean’, for Eileen it is 
about having the courage of her convictions. Pam went on to tell the story of how some 
parents were not treating teachers with the respect that they deserved, showing a lack of 
trust in them as professionals. At a speech night Eileen stood up and called on the parents 
to “have trust in the school, to have trust in her and have trust in the teachers for them to 
do their job… I like that [Eileen] did that, she wasn’t scared to get up and do that, because 
that is what she believes” (Pam, teacher, I7). Similar sentiments were published in a major 
Australian newspaper, quoting Eileen as saying: 
I sometimes see parents assume that they should automatically adopt an 
adversarial role in support of their daughter, thinking that the school’s position is 
similarly adversarial and loaded against the young woman by its very nature 
(Eileen, 5 December 2009). 
 While visiting the school Eileen had an article published in the same newspaper 
expressing her views on an important educational debate. For staff, being true to her word 
and having the courage to speak her mind engendered both their respect and trust in her. 
I trust her because she is going to put herself on the line when she thinks that 
something is important, that is massive (Pam, teacher, I7). 
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5. Is very reflective 
Reflection is another practice that Eileen values highly, and the staff members see that in 
her: “She has got a very high reflective function, and she is good at thinking, and thinking 
away from an emotional stance” (Jenny, support staff, FG4). Reflection comes into many 
aspects Eileen’s behaviour from appraisal of staff members through to decision making; 
reflection is a practice that is woven into Eileen’s daily routine. 
You can go to her with any issue, but if you have got an idea you can go to her 
with it and she, most of the time she says, ‘let me think about it.’ I have learnt to 
appreciate that because it is not just ‘yes’, or ‘no’, but she’ll ponder it and talk more 
about it; quite a wise way. I know she’ll go and talk with other people about it and 
toss it around. She shows this real value of your opinions and ideas (John, 
Chaplain, FG1). 
 Staff appraisal is a large part of the annual routine at School 6. Each year every staff 
member, including support staff, is appraised. The process requires each person to reflect 
on their own practice in a written form. Eileen models this practice with her staff: 
She reflects very deeply on her own life and she often says that to us; that she has 
been thinking about this and this. She then puts [it] into practice in her own life, in 
a way that is a model for others, she leads by example… She is very much in favour 
of the appraisal process, in some other schools this doesn’t exist. On Monday she 
talked about the appraisal system, what it involved and what it meant… She spoke 
about why she believed in it, she said, ‘I reflect very deeply on why I do things, so 
that’s why I believe in it because I practise this myself’ (Justine, teacher, I2). 
 Another facet of the appraisal process is student feedback: students are asked to provide 
written feedback on their teachers. During the visit Eileen was observed addressing two 
groups of students, explaining to them the appraisal process and articulating the practice of 
165 
 
deep reflection to ensure that they make constructive and valuable comment on their 
teachers. 
 The ability to reflect is linked to Eileen’s belief in improvement and striving to do one’s 
best. Eileen’s attendance at professional development courses has provided her with the 
opportunity for times of reflection which has served to strengthen her leadership. 
A couple of years ago she went to that management course and she came back 
from that quite affected by that and she said [sic], she talked very personally about 
herself about, she had realised that she had come across as someone who might 
come across as unapproachable, or come across as someone who was aloof, 
making herself vulnerable and saying, ‘I don’t want to be that sort of leader and I’ll 
try and work on these things and so be patient with me.’ That builds trust (John, 
Chaplain, FG1). 
Reflection is also about treating people fairly and with dignity. The heavy weight of 
responsibility for so many people is taken very seriously by Eileen; she prefers to ponder, 
gather information, and hear all sides of the story before making a decision that will 
hopefully have a positive impact on a person’s life. 
It is the very careful consideration of people; I think that when she makes a call on 
something she really has thought about many different aspects of it, a lot of 
reflection, and all the different implications (Sam, Head of Department, I3). 
 
Fostering an acceptance of group goals 
For this transformational leadership behaviour the Head scored 6.10 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. One practice for this 
transformational leadership behaviour was identified during the data collection and that was 
‘values advice and input from staff’. 
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6. Values advice and input from staff 
 Seeking the advice and input from staff forms a large part of Eileen’s decision making 
practice: While many decisions need to be made quickly, for the larger decisions, particularly 
those that have far reaching impact, Eileen consults extensively with the staff. This practice 
draws staff together, giving them a strong sense that they are part of the decisions that are 
going to affect them, uniting them under a common goal. 
 The school has just begun the rollout of a one-to-one student laptop program. During the 
week of the visit parent information nights were held and students in Year 5 and Year 9 
received their laptop. It was a significant decision, but one that was made collaboratively. 
Eileen ensured that every person on staff had an opportunity to provide feedback prior to 
the final decision’s being made.  
When she wanted to implement the one-to-one computing she didn’t just decide 
that she was going to do it, she took the entire year of getting our [staff] feedback, 
taking on board what people had said before she was sure it was the right thing to 
do; in that way we can trust her because she is genuinely going to value our 
opinions (Anne, teacher, FG1). 
Some issues don’t have easy solutions; at these times Eileen is not afraid to display 
vulnerability by stating that she doesn’t have an answer. To help her, Eileen invites the 
opinions of the relevant staff members: 
Whenever [Eileen] has some question about something she will often send me an 
email and say, ‘what do you think about this, or can we talk about this?’ and she’ll 
take these things on board seriously, and she might not always agree with my 
opinion but I know she listens to me… she values my input and therefore I trust her 
in that respect (John, School Chaplain, FG1). 
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 For staff members this practice was described as Eileen’s ability to consult. In 
consultation people felt that their views were valued; while Eileen may not support their 
views, trust was engendered because they ‘felt heard.’ 
Her emails will always say [at the end] please come and chat if you have a concern 
about this. She always includes that and she means it. I know for a fact that she is 
very keen to hear what we have to say and to consult other people… She is willing 
to listen to others, to consult (Justine, teacher, I2). 
She is very consultative, her capacity to draw very, very broadly other’s views and 
feedback [sic] at the very end what her ultimate decision might be she does very 
well (Robyn, Director, I6).  
What I like is that she does access the whole community [to gather information 
before a decision is made]. She at least acknowledges everybody, got [sic] 
everyone’s opinions and listens to other people and then she then makes a decision 
(Belinda, teacher, FG8). 
 
High Performance Expectations 
For this transformational leadership behaviour the Head scored 6.49 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. While it was the highest 
score for each of the transformational leadership behaviours, no key practices were 
identified during the data collection. 
 
Providing individualised support 
For this transformational leadership behaviour the Head scored 5.82 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. Five key practices for this 
transformational leadership behaviour were identified during the data collection. They were: 
7. Offers trust to staff; 
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8. Actively listens; 
9. Cares for staff; 
10. Provides affirmation; 
11. Keeps confidences. 
7. Offers trust to staff 
I feel valued and trusted by her… (Tom, Head of Department, FG5). Staff members 
spoke about the offering of trust by Eileen. Not to be trusted has a deficit impact as 
commented by one person: 
The thing of being trusted by someone… I feel trusted by [Eileen], that it is not 
‘you will do as I say because I am saying it’… It is a two way street, you can’t have 
it one way. I have been in the situation where the principal hasn’t trusted anyone 
to do anything and it’s just so demoralising (Claire, teacher, FG5). 
 Conversely the empowerment which a staff member experiences when their Head offers 
trust to them to perform the role is liberating. However, the experience at School 6 is not 
void of supervision, mentoring or guidance from Eileen. In some cases staff members said 
that her trust of them had to be earned, but once given, it strengthened the reciprocal trust 
they had in her. However, they know that she is there to give support or guidance if 
required. 
[Eileen] demonstrates her trust in me by allowing me to get on with the job… the 
measure of her trust in me is allowing me to get on with my job but still providing 
support and guidance that you might need (Jo, Support staff, I9). 
From the start she trusts you. The behaviour she exhibits to staff members is that, 
‘I trust you, I trust you to do your best, that when you make mistakes, that you will 
be aware of it, and I feel you will do your best to remedy that’ (Ingrid, Head of 
Department, I10). 
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 Not all staff who spoke about the offering of trust had experienced the practice first-
hand, but the action had a cascading effect down through the layers of the organization. 
The science technician (Kim) believes that Eileen trusts her to perform her role, not because 
she has explicitly said so, but because she has offered trust in her supervisor, the Head of 
the Department: 
As I work in the science department under the direction of [Tom], who is the Head 
of Science, [Eileen’s] trust in me is according to the trust she has in [Tom’s] 
judgement. [Tom] and I have mutual trust for each other, and through [Tom], 
there is mutual trust between [Eileen] and I [sic] (Kim, support staff, FG5). 
Kim succinctly expressed the value of offering trust to staff when she said, “If the Head 
of the School trusts and supports you why should you not trust and support the Head of the 
School in whatever way you can? It is as simple as this” (Kim, support staff, FG5). 
8. Actively listens 
The staff members at School 6 have the strong belief that Eileen listens intently, not only 
to individuals but also the broader mood of the school. This behaviour is linked to a number 
of other practices including her value of staff members’ input and advice, her care for staff, 
and her making decisions and following through with those decisions promptly.  
Although I didn’t see her that many times during the year she knew what was 
going on, she listens to people, being a leader is listening, not necessarily passing 
comment or judging but just listening (Sam, Head of Department, I3). 
Everyone has an opportunity to say what they think, she will listen to all of those, 
she gives everyone a fair hearing and in the end she is responsible for making the 
decisions, so she has to go with what she believes to be in the best interests of the 
students and the school but she will take everything on board… I just feel that I 
can be listened to if I have anything to say to [Eileen] (Justine, teacher, I2). 
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Having an ‘open door’ policy, an accessible office and limiting time away from campus 
means that staff members know that while Eileen is a very busy person, she will always 
make time to see someone:   
I don’t like going in [to Eileen’s office] to waste her time, because I know she is a 
very busy person, but if I think I need to go in and talk to her for an hour I think 
she would listen to me for an hour (Tom, Head of Department, FG5).  
 There is a skill in listening actively or intently. Eileen acknowledges that her mind is 
constantly on other things. She was surprised that staff members think that she is a good 
listener because she “only listens to every third word” (Eileen, Head of School 6). Even so, 
staff members feel like she is present and listening intently, and they feel “heard.” The 
feeling of “being truly heard” builds trust in Eileen because people feel that their views, 
ideas, input, issues and concerns are valued and taken seriously, without judgment or 
criticism. 
She listens very well, and will just sit quietly without judgement and hear and then 
may or may not have something to say, but you do get a sense of being heard… 
She will lean forward, she will ask questions, she will look at you, all of those good 
techniques but then she might actively integrate one of the things you have talked 
about into the next time you meet (Robyn, Director, I6). 
She took on board and really tried very hard to be thoughtful and considerate of 
my perspective, which is totally different to [sic] her perspective but you can see 
how she’s tried to integrate that, to ask questions or to respond in a different way 
and that leads to a level of respect and trust because you think ‘you have heard 
me’ and that being heard is another part of feeling trusted (Barbara, School 
Counsellor, FG4). 
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9. Cares for staff 
She makes it very clear in the most simple and straight forward and humble way 
that she cares most for her staff; and she has always said that… She models best 
practice in how to treat people, and it is all about how you treat people. She treats 
people very, very well on an everyday basis (Ingrid, Head of Department, I10). 
There are two forms of care in Eileen’s practice; care for people as members of staff and 
care for people as individuals. Eileen is very concerned for both forms of care: seeking to 
continually improve the staffs’ work conditions so they are able to focus more on the 
students, and caring for people as individuals for their personal wellbeing. Both forms of 
care were described in the stories which expressed the trust that staff members have in her. 
 The financial resources available to the school means that there is much more that can 
be achieved to improve staff members’ work conditions. For example, when the boarding 
house closed Eileen kept the kitchen open so hot lunches could be provided to the staff at a 
subsidised rate.  
In practical ways we get a lot of things that other staff don’t. We get an afternoon 
off a fortnight; it’s a free afternoon… We have things like staff lunch and morning 
tea that are heavily subsidised by the school and that’s meant to draw the staff 
together and make a community. [Eileen] doesn’t overload us with extras, she is 
very conscious, and she says this a lot, ‘I ask a lot of you and therefore I want to 
look after you.’ They are little things that somehow make you feel valued (Justine, 
teacher, I2). 
 Staff members did not take these gestures for granted. The appreciation that staff had 
for the “little things” that Eileen provided to improve workplace conditions were expressed 
numerous times during the focus group interviews. A strong sense of community was 
noticed, evident in the staff common room each break, achieved in part because of the food 
provided. 
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 Philosophically, education for Eileen is about the relationships staff members develop with 
the students, enabling each student to flourish as a human.  
I think the bottom-line is that I want a school that cares about kids and whose sole 
energy and purpose is to help them be the best people that they can be… The 
things that are the most important [in terms my time and energy] are the 
conversations with staff and kids about [sic]; with kids about how things are going 
for them and with staff, about how they might think about their relationships with 
students (Eileen, Head of School 6). 
She has a very strong sense of compassion for people as individuals while still being able 
to balance the needs of the organization as a whole. 
She understands work-life balance; it has been tested so many times… [People] 
have asked for time off to do different things and I think she always weighs all of 
that up and more often than not she will allow people to have that time off… She 
has a good understanding that you are going to give your best if your full life is in 
balance… I do genuinely feel that there is care, if someone cares about you then 
you do trust them (Tom, Head of Department, FG5). 
She is a very approachable person… [Eileen] is very involved in all elements of the 
school… I think that comes from a very genuine place, she is really interested in 
each of us as individuals. We are able to make an appointment to go and see her, 
of simply drop down and see if she is free (Justine, teacher, I2). 
She is humane, just so critical, wanting to always learn about people, she puts the 
people before the paper… She is always wanting to talk… She absolutely [cares for 
staff]… She is interested in people’s lives, so liberal, so non-judgemental and 
understands that people have stories and circumstance and pain and things in their 
life that affect them (Robyn, Director, I6). 
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10. Provides affirmation 
Staff members did not talk about affirmation in the same form as the previous two 
cases—no comment was made about Eileen’s thanking people publicly or leaving a thank 
you card on a person’s desk. However, what was spoken about numerous times was the 
appraisal process, and in particular, the final email that each staff member received from 
Eileen. 
She does praise her staff very well. She takes the time to write a personal email 
back to you and thanking you and specifically making comments so that you 
absolutely feel that she knows who you are as a person which is something that I 
find very motivating and makes me trust that she knows me and understands me 
(Amanda, Administrative staff, FG1). 
Appraisal at School 6 forms an important part of the improvement processes at the 
school. When all the evidence is collected, a conversation is held between the person who is 
being appraised and their supervisor, which is, for most staff members, their Head of 
Department. Eileen is then provided all the evidence from each appraisal (student feedback, 
comments from the supervisor, etc.) and writes an email to the staff member affirming them 
as a valued professional. Many comments were made about this gesture of affirmation. Staff 
members were touched that Eileen spent the time to read all the evidence and provide an 
affirming email for every member of the staff every year. Eileen acknowledged that this was 
a huge task on her part, but one that she has been doing for a long time and therefore 
would have difficulty in stopping. The following are two examples of those emails sent by 
Eileen affirming staff members. 
Dear [Toni] 
I was reading your appraisal report for 2011 from [Mary]. I just wanted to write to say 
“Well done”. We really appreciate all you do for the team and we know that we are lucky to 
have you! 
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You are an excellent administrator, [Toni]. You have really worked to cement all aspects of 
your role and do each area to the very best of your ability. We are very grateful for all you 
do. Amelia and Alison have clearly identified your skills, your enthusiasm, the calm, patient 
way that you deal with all requests, large and small. As they say: "Toni provides the 
department with invaluable assistance ". You must be very proud. 
I do value all you have done for us this year – your willingness to help wherever you can – 
from Swimming, organising the First Aid kits, laundry, working hard to get the detail 
absolutely right, and doing whatever you can for the success of the school. You are highly 
valued everywhere and your contribution greatly appreciated. 
Best wishes for 2012. 
 While very affirming for each staff member, the emails did not just thank the person but 
provided feedback and suggestions for areas of improvement. 
Dear [Tammy] 
I have been looking at all of your appraisal documentation from 2011 and I just wanted to 
write to say “Thank you”.  It has been a good year for you and you made a great 
contribution to the school. 
 
[John] has done a great job in outlining your strengths and abilities as a teacher. You are 
clearly enthusiastic about your teaching and committed to the progress of your students. 
You are knowledgeable in a number of areas. [John] notes your excellent work as a form 
teacher and your caring approach to your students. I loved the cupcake project and 
Mothers’ Day Cookbook!  He also notes the resources you have provided for the department 
and your own classes, the organised, structured approach in the classroom, your 
approachability outside the classroom. Thank you. 
 
Your surveys were lovely.   
“Ms [Jones] is a fantastic teacher who is always well organised and enthusiastic. She 
provides very appropriate discipline for the class, creating an ideal classroom environment in 
which I can learn well in.” 
“I love Ms [Jones’] passion for [her subject] – it’s addictive. Her warm nature makes coming 
to every class exciting and a real pleasure.” 
“Ms [Jones] provides a great class atmosphere and is always willing to help whenever I 
need assistance.”  
Well done! 
I particularly wanted to congratulate you on your reflection. It was thoughtful and 
perceptive. You have taken all of the data and been very thoughtful about it all – in a 
detailed and deep way.  You have been open, honest and considered. That is really at the 
heart of the appraisal for me, and so well done. 
 
It is important, [Tammy], that you do reflect on your goals for 2012. I think that punctuality 
is important. I think also that being on top of everything in your classroom is important – 
negotiation and supervision skills in project management for your students, a greater 
command of technology, and some aspects of programming will all be important. I want 
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you to continue to strive to the best teacher possible – you can grow and improve even 
further! 
 
Well done on a good year, [Tammy]. Your contribution is acknowledged. 
 
11. Keeps confidences 
The practice of keeping a person’s confidence and not sharing information with others 
unnecessarily was only mentioned by two people during the interviews, but it was supported 
by 51 staff in the confirmation survey.  
Eileen has an ‘open door’ policy, that is, staff members know that she will make time to 
speak with someone if they need to, no matter how busy she is. That open invitation is 
valued by many and they know, or trust that Eileen will not share information with others 
unless it is necessary. Staff members also know that if they have made an error in 
judgment, and they are honest with Eileen, news of that mistake will go no further than her 
office. 
Being part of the executive I know that conversations that I have with [Eileen], on 
the odd occasion she may pull me up on something and I know that the 
conversation that I have with her won’t go any further than [Eileen] and myself. 
You know, that really engenders trust. And I know that [Eileen] never discusses 
any of the other executive with me, I know that it is a reciprocal thing, which I 
think is great because if I have done something that [Eileen] doesn’t quite agree 
with it is not going to be spread around the school (Christine, Director, I12).   
She listens to everyone’s story, if there are issues of conflict, she will listen to this 
person’s side and then that person’s side, and you kind of feel that she is not going 
to talk to you about someone else behind their back, and neither will she do that to 
them. You know she doesn’t gossip about anybody (Janet, Head of Department, 
FG8). 
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Intellectual stimulation 
For this transformational leadership behaviour the Head scored 5.81 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. No practices were 
identified with this behaviour.   
 
Other 
One practice was identified during the data collection which could not be clearly linked to 
one of the six transformational leadership behaviours was ‘makes informed decisions and 
follows through on those decisions’. 
 
12. Makes informed decisions and follows through on those decisions 
[Eileen] is also uncompromising in her role as the Head and uncompromising about 
being the last person to make the decision and that the buck stops with her 
(Robyn, Director, I6). 
Staff members made a connection between Eileen’s decision making practices and their 
trust in her. Eileen is clearly a person who makes decisions. She will make immediate 
decisions if the issue warrants, or with large decisions that have a broader impact she is 
both very reflective and consultative. Staff members commented that Eileen is transparent 
in communicating large decisions and is not afraid to change her mind if a decision was not 
successful.  
The role of a Head is to be the decision maker. Each day there are numerous decisions 
that need to be made. Staff appreciated that Eileen makes those decisions promptly: 
She is very quick about saying yes, or no, and I hear about other people in other 
schools where they are kind of left for years wondering if whether they can go and 
[sic] even put in software, something daft that holds you back (Silvia, Support staff, 
FG8). 
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The practice of making decisions efficiently or promptly engendered staff members’ trust. 
Several stories were told of an individual approaching Eileen with a problem and Eileen 
responding to them promptly. The following is part of a conversation between two staff 
members at a focus group interview: 
She is very efficient in what she needs to get through… (Claire, teacher, FG5). I 
would never put efficiency anywhere near trust but the fact that she is so quick to 
act on things it does build up your trust. You are trusting that something is going to 
come of it, it is not going to be six months later or forgotten about. I don’t think I 
have ever needed to remind her of something (Tom, Head of Department, FG5). 
Decision making skills are a very big thing; she has got this big overviewing idea 
and being able to make quick decisions, which it [sic] seems that she can… 
Predictability is a big thing (Claire, teacher, FG5). 
The engendering of trust from Eileen’s ability to make prompt decisions was not based on 
a staff member’s need to receive an affirmative response; often a decision was in the 
negative. However, what was important was Eileen’s transparency in explaining why she 
had arrived at a certain decision.  
My dealings with [Eileen] [sic] is that she has considered everything that I have 
asked for and most of the time I have got what I have asked for, but that’s not why 
I trust her. I trust her because of the way that she expresses why she is not going 
to do something (Tom, Head of Department, FG5). 
Whilst many decisions are made promptly, other staff members commented on their 
appreciation of Eileen’s reflective practice. She clearly listens to people and respects their 
concerns and issues, taking time to reflect further, gather more information, or ask for 
another person’s view before arriving at a decision. 
She is never expedient, her response is usually if you present something to her is 
‘I’ll think about it,’ and you know that she does. And that may take time but she 
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always gets back to you with a decision [sic] you know that is not tokenism (Jane, 
Head of Department, FG8). 
 For larger decisions that have a far reaching impact Eileen employs a very consultative 
process. Two examples were cited in the interviews: the introduction of the one-to-one 
laptop program, and proposed changes to the industrial award for the school. For both 
these decisions Eileen spent considerable time consulting with staff. This gave the staff a 
sense of ownership over the decision and left them feeling that their views and input was 
valued. This practice was very closely linked to the practice of values advice and input from 
staff. 
 While Eileen is a decision maker, staff also commented that she is not afraid to change 
her mind if a decision did not work. Eileen is comfortable being vulnerable in these 
situations, happy to show the staff that she is, after all, human. 
…that ability to be reflective is that you’re not afraid to change your mind; that you 
want to arrive at the right thing, you’re not afraid to make decisions, you’re not 
afraid if they’re the wrong decisions to change them… I just haven’t had a sense 
that [Eileen] is locked into anything; she is completely open to all the possibilities 
(Robyn, Director, I6). 
 
Head/Chair relationship 
Margaret has been on the Council for 10 years; for the past six she has been the Chair. 
Margaret has a very clear understanding of corporate governance, learned in part from her 
experience and expertise as an indemnity insurance lawyer, specialising in directors’ and 
officers’ liabilities and corporate governance litigation, and because in her professional life 
she is a CEO who reports directly to a Board. Margaret is a past student of the school. But, 
unlike the previous two cases, she was not on the appointments committee who employed 
Eileen and so does not have a personal investment and desire to see her succeed as a Head.  
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Margaret says that she has a very good relationship with Eileen, being all but friends. 
However, Margaret acknowledges that she has to work very hard at the relationship: 
I should say, very good at being a lawyer and portraying a perfectly good and rosy 
picture, it hasn’t always been that and [Eileen], if she is being honest will say that 
she and I have had times where we haven’t met and spoken as much as she would 
like and there have been times where she has felt unsupported by me because I 
have a relatively big job and a family and every now and then I drop the ball and 
leave her high and dry and she is very good at letting me know that… I can almost 
say that I have to work harder with my relationship with [Eileen], harder than I 
have to work on my relationship with my husband because it is a more difficult 
relationship and it actually does require work and I have to work at it and she has 
to work at it and if we don’t, the wheels could fall off (Margaret, Chair of School 6). 
Eileen also acknowledged that she has to work hard on the relationship between herself 
and the Chair and the Council: 
The relationship between me and Margaret has not always been particularly easy. 
Margaret is not the same sort of person as me [sic] at all. I don’t think she gets the 
values of the school, but she loves the school, she works hard for the school… she 
cares about different sorts of things, so we have had to work on the relationship a 
bit (Eileen, Head of School 6). 
From Margaret's perspective, the relationship was strengthened when Eileen attended the 
course at the London School of Business (albeit for the second time). "Not that I didn't trust 
her before," but Eileen's willingness to accept critical feedback from the Council and address 
their concerns was "to [Eileen's] great credit" (Margaret, Chair of School 6). Not only that, 
the course resulted in Eileen’s developing more effective personal relationships with 
members of the Council. 
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With feedback and professional development, the trust relationship between Eileen and 
Margaret has grown and strengthened with time. However, it is supported by a number of 
other practices. These practices are now described. 
Eileen acknowledges that the biggest challenge for her as a Head is the relationship with 
the Council: "I think that the relationship between the Head and the Chair, or the Head and 
the Board generally, is one of the hardest things." For Eileen, the challenge is 'managing 
up', or managing the different perspectives, views, values and understandings of the school 
that each volunteer Council member holds. To manage this Eileen "works hard" to 
"understand what [Margaret's] values and priorities are, and tries to think about how [she] 
can manage [those best] so that she does not get irritated [while] maintaining a warm, 
effective relationship" (Eileen, Head of School 6). Being an "Old Girl" (past student) of the 
school, and not having an educational background does provide a different view point. 
Margaret recognises that this is a potential issue: 
Many of us have children, and we think we know how a school should be run, and 
that dabbling is much more rife in a school context than it is obviously in a 
corporate context and even in a legal context (Margaret, Chair of School 6). 
They are both different people. Margaret describes herself as an extrovert while she sees 
Eileen as an introvert. Their interests also differ, but because of circumstance they have to 
work closely together. To foster the relationship, the two share personal information about 
each other's families, children and holidays. But, the relationship has a professional 
boundary.  
So we are Chair and Head much more than we are friends, and she is a friend of 
course because I have known her for 13 years or more, but she's not, you know, if 
I'm having a birthday party I probably wouldn't invite her along, you know what I 
mean (Margaret, Chair of School 6)? 
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To build the relationship with the Chair Eileen seeks to understand Margaret, who she is 
as a person, what she values and what perspectives she brings to the school. This is 
achieved in part through the practice of meeting and regular communication. The two have 
a regular appointment: Every second Thursday they meet for breakfast at Margaret's office 
for an hour. Margaret recognises the importance of giving time to Eileen and being 
accessible, although she knows that she is not always as available as Eileen would like. The 
regular scheduled meeting will begin with a casual conversation "about each other's private 
lives," but "[Eileen's] very good at... having an agenda [which will include] a number of 
issues that she wants to talk to [me] about" (Margaret, Chair of School 6). Margaret knows 
Eileen well enough to realise that she "doesn't like conversation that doesn't really go 
anywhere. She wants a conversation that has an outcome and she's not happy with just 
purely abstract conversation and discussion" (Margaret, Chair of School 6). On top of 
fortnightly meetings the two will speak at least once a week either on the telephone or 
when Margaret is at the School for a function. If there is a more pressing issue Eileen will 
telephone or Margaret will telephone her. 
Very early on in her career as a Head Eileen received some advice from a colleague: 
“There are four rules in being a Head and one of them [is] never keep anything from your 
Chair. I forget… the other ones" (Eileen, Head of School 6). Eileen has found that practice to 
be one that is worth keeping. 
There is nothing that I wouldn't tell the Chair. So the question is just what level of 
importance that I would tell her because I can't tell her 24 hours a day... That's a 
hard judgment because sometimes you think something's small and it blows up into 
a big issue and sometimes something that you think is going to be a big issue just 
sort of fizzles out... So there's got to be a sort of professional instinct more than 
judgment about what are the important things to tell her (Eileen, Head of School 
6). 
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Margaret's trust in Eileen is strengthened because Eileen shares information with her, but 
knows that she is a very "pragmatic, practical person" who will use intuition to determine 
what she should share. Typically Eileen will share with Margaret problems she is having with 
staff and issues pertaining to students and other stakeholders: "She just generally keeps me 
up-to-date with the things that are occurring in the school" (Margaret, Chair of School 6). 
The practice of never keeping anything from the Chair is coupled with the practice of 
being honest and open. If in doubt about what to share, Eileen will err on the side of 
caution and share it with Margaret. So Margaret has "the impression that she is very frank 
and open about the issues at the school... That sort of openness I think gives rise to trust" 
(Margaret, Chair of School 6).  
The information that Eileen shares with Margaret is not the same level of information that 
she shares with the Council. Part of the Chair’s role is to provide the Head with a person 
"who is safe to talk to, who [they] can trust, respect and will just listen to you moan and 
groan, even if they don't actually have an outcome" (Margaret, Chair of School 6). But, in 
those conversations Margaret has never known Eileen to gossip. From these open 
conversations the two will often determine what needs to go to the Council. 
She and I will have a lot of sort of testing conversations about 'is this something 
that we might need to take to the next [Council] meeting or are we right until it 
reaches a certain position and then we take it to the [Council] meeting?’ ...We very 
much control... the volume of information that goes to the Council to avoid the 
dabbling issue (Margaret, Chair of School 6). 
Another practice which has given rise to Margaret's trust in Eileen is her willingness to 
listen. With 12 members on Council, each with a different personal and professional 
background, there is a diversity of opinions on the different issues that are discussed. For 
example, a discussion about scholarships, and in particular, the level of scholarships the 
parent community would be willing to accept (knowing that through the payment of fees 
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parents are the ones who ultimately support the subsidies), created significant and lengthy 
debate. Eileen had her own views and opinions but she listened as the Council arrived at a 
collaborative decision. 
Eileen is increasingly, now especially [since doing the course at the London School 
of Business], willing to listen to different points of view and recognises that around 
the [Council] table there are different points of view... and recognises the 
importance of the richness of diversity that different views bring and she listens to 
them (Margaret, Chair of School 6). 
The practice of valuing stakeholders has generated trust. Being an Old Girl, Margaret 
greatly appreciates the respect that Eileen has for the traditions of the school. Eileen makes 
a point of attending every Old Girls' Association meetings, recognising the importance of this 
key stakeholder. Eileen believes that the previous Head made a serious error by only 
attending the first 10 minutes of an Old Girls' meeting. As a result, significant animosity 
grew between that Head and the Association because they did not feel valued by her—an 
irony considering the previous Head was herself an Old Girl (Eileen, Head of School 6). The 
respect she has for this stakeholder and the traditions of the School has given rise to their 
trust in her.  
Where she has won the trust of some members of the [Council] is she really speaks 
and values the history and tradition of the school in a way that is quite remarkable 
for somebody who didn't go to this school (Margaret, Chair of School 6). 
The trust generated as a result of this practice is because the Chair and one other 
member of Council are Old Girls. The practice of respect for the traditions of the school is 
underpinned by Eileen's astute awareness of the politics of the organization. Referring to the 
error made by the previous Head:  
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It just seemed to be incomprehensible that you could ever let a relationship with 
the Old Girls' [Association], sort of such an important or powerful part of the 
school, to be sort of somewhat acrimonious (Eileen, Head of School 6). 
Finally, but most importantly, Margaret trusts Eileen because she is a very competent 
Head. Margaret has had a long association with the school; she is a past student, her 
daughter went to the school and she has been a member of the Council for 10 years so she 
has "observed [Eileen] as a parent, an Old Girl, and as a Chair" (Margaret, Chair of School 
6). To monitor the performance of the school and the Head the Council gathers significant 
amounts of data each year from parent surveys, analysis of academic results, and surveys 
from students one year after they have left the school. Margaret's observations of Eileen, 
coupled with the rigorous monitoring practices, confirm that she is a very capable and 
competent Head of School: “And as to trust, how did she build it? She built it by firstly with 
us [sic] being in no doubt about her competence” (Margaret, Head of School 6). 
   
Summary of findings 
Eileen has been the Head of School 6, a high fee girls’ school, for 17 years. She describes 
herself as a rather shy and introverted person but who is passionate about the holistic 
development of young women. Central to her educational philosophy is the quality of 
relationships that staff members have with their students, enabling young people to flourish 
and grow in competence with a strong sense of self-worth. Eileen is a very accessible Head 
who cares deeply about people’s lives, believing that getting the very best from staff is 
achieved through integrity, trust and compassion. 
Eileen was the most trusted transformational leader from Phase One of the research with 
an overall trust score of 28.49. One of the most interesting aspects of this case was the 
anecdotal evidence which shows that Eileen has not always had the high performance 
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people skills that she exhibits now. She has learned and developed her practices through 
feedback and professional development. 
Through interviews with 24 teachers and non-teachers at the school, observing Eileen's 
day-to-day interactions and administering a survey to confirm collected data, 12 key 
leadership practices emerged that have engendered the staff's high level of trust in Eileen's 
transformational leadership. These are: 
1. is visible around the school; 
2. openly admits mistakes; 
3. remains calm and level-headed; 
4. true to her word; 
5. is very reflective; 
6. values advice and input from staff; 
7. offers trust to staff; 
8. actively listens; 
9. cares for staff; 
10. provides affirmation; 
11. keeps confidences; 
12. makes informed decisions and follows through with those decisions. 
Margaret has been on the School Council for 10 years, the last six as Chair. Margaret’s 
relationship with Eileen has not always been harmonious, but through feedback, and both 
parties working hard on the relationship, there exists a high level of trust. To achieve this 
high level of trust a number of practices have been employed.  
Eileen seeks to understand who Margaret is as a person, what it is that she values, and 
the perspective that she brings to the School. Eileen might not always agree with Margaret’s 
views, but knowing who a person is provides a good foundation on which to build a positive, 
professional relationship.  
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The two meet regularly; they have a fortnightly breakfast meeting for an hour which 
commences with casual conversation but then has a set agenda to ensure that issues are 
raised and discussed. Eileen works from the premise that “there is nothing you should not 
share with the Chair;” her willingness to be frank and honest engenders Margaret with a 
strong sense of trust. In their conversations Margaret believes that part of her role is to 
provide opportunities for Eileen to ‘debrief’ and to be a ‘sounding board,’ but in debriefing 
Margaret has never known Eileen to ‘gossip.’  
As Eileen has grown professionally she has developed many skills, including highly 
developed listening skills: Margaret expressed her appreciation of Eileen’s willingness to 
listen to other Council member’s perspectives, valuing their contributions. Margaret also 
greatly appreciates Eileen’s respect for the history and tradition of the school, a practice that 
has generated trust, underpinned by Eileen’s respect for this important stakeholder of the 
school.  
Finally, Margaret trusts Eileen because she is very good at her job, “you can’t trust an 
incompetent person… we constantly hear of her success as a Head and she has taken the 
school from being in a fine position to being in an excellent position” (Margaret, Chair of 
School 6). 
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Chapter 8 – Case 4: School 10 
School 10: The context 
School 10 is a church-affiliated metropolitan school, set on the outskirts of a coastal town 
in Australia. Established in 1990 with an enrolment of 161 the school now educates just over 
1300 boys and girls from the first year of school to Year 12. Dense forest surrounds and 
extends into a large portion of the 20 hectares on which the school is set. Lush vegetation, 
tall gums, a small creek, and the occasional snake provide a strong connection for the 
students to the natural environment. This, coupled with the modern and expansive facilities, 
the students at School 10 have an excellent learning facility. The visual image of the school 
was captured in a story shared by the Chair of Council: 
I love the comment that a child who came from Melbourne made. Her parents were 
moving up here. She’d been at a grammar school, and it was mostly concrete and 
brick. There was very little green; as schools do, they get built in. She walked 
around the campus and said to one of the registrars, ‘This isn’t a school, it’s a 
resort!’  [Of course] it’s not a resort, but it is a wonderful educational establishment 
(Grant, Chair of School 10). 
The school is a mid-fee school with an annual fee in 2012 of $11,955 for a Year 12 
student. The SES score is 103. The school has a very strong focus on a holistic education: 
concerned for the whole person, including the spiritual, moral, intellectual, social, aesthetic, 
emotional, cultural and physical development of each of its students. The vision for the 
school is to give each student an inspiring education by providing opportunities for 
excellence in a compassionate environment. Although each of the schools studied for Phase 
Two of the research have achieved high academic results, School 10 is regularly featured in 
the media, ranking in the top ten schools of the state as measured by its Year 12 results and 
NAPLAN data (National Assessment Program, Literacy and Numeracy). 
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The teaching staff number 113 with a total staff of 207. While it is a church school, it is 
an independent company limited by guarantee, governed by a Council.  
The Head and the Chair 
Chris (pseudonym) has been the Head of School 10 for 13 years; it is his first permanent 
Headship (he had completed one year as an Acting Head at another school). He was rated 
as the second most trusted leader in Phase One of the research with an overall trust score 
of 26.82. Chris is greatly admired by the staff of the school but for very different reasons 
from the previous three cases. His personality was described succinctly by two staff: “I don’t 
think I have ever seen him not bouncy…” (Margaret, Administrative support, FG5), “He’s a 
people person, and he is always smiling” (Jess, teacher, FG7). Chris’s mode of operation is 
very relational, having a deep sense of compassion and responsibility for the people in his 
care. Staff trusted him primarily because of his character—there is a natural disposition to 
trust Chris because of his traits, as indicated by the following staff comments: 
There are certainly personality traits that engender trust and I think that [Chris] has 
a lot of those. There is a warmth there, a comfort, you know what I mean, you feel 
like he is listening to you and talking to you, whereas you know some people, they 
listen to you but they don’t. I think he has that quality (Janet, teacher, FG1). 
He has a good sense of justice and mercy. He walks the talk. He is authentic. He 
has a sense of the ridiculous, which is wisdom as far as I am concerned.  He has a 
sense of human beings, he is forgiving. He believes in reconciliation… (Jane, 
Chaplain, I3). 
It was obvious to many staff members that Chris has a genuine value for, and interest in, 
people in general, but not just the students, or the staff, but all humanity. Staff described 
him as an extrovert, gaining an infectious, positive energy from being with others. 
When he is actually surrounded by teachers and kids is when he seems to be in his 
element and he seems to be energised by that and he in turn energises those with 
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him because he is fairly vibrant. He doesn’t go out looking glum and hoping to be 
picked up. He’s got this little bit of energy charge around him that people are going 
to pick up on and be charged by (Anthony, teacher, FG5).  
 Most important to the staff who shared stories about Chris was his fundamental belief in 
the goodness of people. Rather than seeing people’s faults “he has got this unconditional 
positive regard for other people… every person he sees the best in and he looks for that” 
(Anthony, teacher, FG5). “He wouldn’t have a bad word to say about anyone” (Margaret, 
Administrative support, FG5). The staff members enjoy his laugh, a laughter that fills the 
building when he is present. That laughter was heard many times during the visit, through 
walls and closed doors; it was obvious when Chris was around. 
 While the school is affiliated with a church it is an independently owned and incorporated 
company governed by a Council with a membership of 12. Positions on the Council are 
advertised and filled through an interview process. Currently half of the positions are held by 
parents of the school. The Chair is elected by the Council from within its membership. The 
current Chair, Grant (pseudonym), has been in the position for four years, prior to which he 
was the Deputy Chair for a year. When he joined the Council in 2002 he was a parent of 
children at the school but his children have long since left. 
 A summary of the background information for School 10 is contained in Table 8.1. 
Table 8-1 School 10 background information 
Case 4  
Total Trust Score 26.82 
Ranking 2nd most trusted leader from Phase One 
Total Transformational Leadership Score 12.75 
Tenure of the Head 13 years 
Experience as a Head 13 years 
Current Chair’s tenure 4 years 
Total Staff 207 
Annual fee—Year 12 $11,955 
SES 103 
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The visit 
As for each of the cases, staff members of School 10 were invited via an email to attend 
focus group interviews during the visit.  Just like Eileen at School 6, Chris chose to preface 
the email with his own introduction which provided an insight into Chris and his style of 
leadership. The wording treated the staff with respect, valuing them as colleagues: 
   Dear Colleagues 
There is no easy time in our year to take time out to do an interview, so I apologise in 
advance for asking some of you to assist Paul Browning with his PhD research. This will take 
place in week 9. 
It is vitally important for Paul to have some staff to speak to, so if you can spare some time 
please put your name down for a focus group or for an individual interview. Would you 
please read Paul’s message to you below. 
Many thanks, 
[Chris] (email send to all staff, August 31, 2012). 
 
Thirty four people attended 17 interviews: the Head, the Chair, five senior staff members 
(Directors), eight middle management staff members (Heads of Department and Heads of 
House), 13 teachers and six support staff. Interviews were either one-on-one, in pairs or in 
groups, with the largest group being five. Data saturation was achieved after the fifth 
interview. A summary of the focus group interviews and the people who attended is 
contained in Table 8.2. 
Chris was interviewed on the third day of the visit to the school. Between focus group 
interviews, time was spent observing Chris’s interaction with staff and the school in general.  
On the last day the Chair of Council, Grant, was interviewed. The remainder of this 
chapter illuminates the trusting relationship between the Head and his staff and the Head 
and his Chair of Council.  
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Table 8-2 Summary of interviews held at School 10 
Focus group (FG) or 
interview (I) number 
Number of 
participants 
Pseudonym Role/position in the school 
FG1 2 Glenda 
Janet 
Teacher 
Teacher 
I2 1 John Head of Department 
I3 1 Jane Chaplain 
I4 1 Audrey School Counsellor 
FG5 2 Anthony 
Margaret  
Teacher 
Administrative support 
FG6 3 Ann 
Sarah 
Melinda 
Teacher 
Dean 
Head of Department 
FG7 3 Greg 
Jess 
Bob 
Dean 
Teacher 
Head of Department 
I8 1 Andrew Deputy Principal 
FG9 5 Angela 
Tracey 
Tom 
Sophie 
Erin 
Head of House 
Head of House 
Director of Curriculum 
Head of Department 
Teacher 
FG10 3 Laura 
Karen 
Cathy 
Support staff 
Support staff 
Support staff 
I11 1 Dianne  Head of Department 
I12 1 Scarlett Teacher 
I13 1 Clare Business Manager 
FG14 3 Michael 
Steven 
Rebecca 
Head of Department 
Teacher 
Teacher 
FG15 4 Tilly 
Betty 
Jenny 
Sarah 
Teacher 
Teacher 
Teacher 
Teacher 
I16 1 Chris Head of School 10 
I17 1 Grant Chair of School 10 
 
Staff/Head relationship 
Data collected from the interviews were analysed during the fourth stage of each 
interview. Comments made by interviewees were condensed into shorter statements and 
repeated to the individual or group for confirmation of what was heard; for example, “so 
you are telling me that Chris keeps confidences?”  In some cases, the condensed statements 
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made were confirmed during observation of the Head in his day-to-day interaction with the 
staff and students of the school.  
The condensed statements were coded using Podsakoff’s (1990) six behaviours of 
transformational leadership with a seventh ‘other’ category added for statements that did 
not fit one of the six. As for each of the cases, a confirmation survey was administered using 
the identified practices. Fifty nine staff responded to the survey providing a level of 
confidence of 95% +/- 10.8% in the results. Eleven practices were identified with 10 coded 
against Podsakoff’s six transformational leadership behaviours. Table 8.3 lists the identified 
practices under each of the six transformational leadership behaviours and their importance 
rating.  
Each of those practices is now discussed in turn. Evidence for each behaviour is supplied 
either in the form of a statement or statements from an interview or a record of the 
observed behaviour.  
 
Identifying and Articulating a Vision 
For this transformational leadership behaviour the Head scored 6.16 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. The vision for the 
school is to give each student an inspiring education by providing opportunities for 
excellence in a compassionate environment (School 10’s website, retrieved September 10, 
2012). One practice was identified that could be linked to this behaviour—very well read. 
1. Very well read 
 Chris believes that it is important to be abreast of educational research. He views his role 
as being strategic; “if you have the right people around you at the top [senior leadership] 
you can spend the time on the strategic, you don’t have to worry” (Chris, Head of School 
10). Accordingly, Chris makes it a practice to allocate each Thursday as a reading day but 
admits that the day is often lost to more pressing issues. One teacher linked Chris’s depth 
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Table 8-3 Identified behaviours and actions for School 10 
Code 
(transformational 
leadership 
behaviour + other) 
TLM Score 
for  
Phase One 
TLM Score for  
Phase One 
Importance 
rating 
Identifying and 
articulating a vision 
6.16 1. Very well read 1.62 
Providing an 
appropriate role 
model 
6.36 2. Is visible around the school 
3. Openly admits mistakes 
4. Works very hard (always well 
prepared) 
1.89 
1.84 
1.86 
Fostering 
acceptance of group 
goals 
6.19 None identified  
High performance 
expectations 
6.33 None identified  
Providing 
individualised 
support 
5.97 5. Offers trust to staff 
6. Mentors and coaches staff 
7. Actively listens 
8. Cares for staff (people) 
9. Provides affirmation 
10. Keeps confidences 
1.86 
1.64 
1.97 
1.95 
1.87 
2.00 
Intellectual 
stimulation 
5.75 None identified  
Other  11. Makes informed decisions  1.94 
 
 
and breadth of knowledge with her willingness to trust him: 
You feel he is well read, incredibly well read, and he is at the top of the game with 
regards [sic], I believe in [sic] all academic issues and business issues… (Jess, 
teacher, FG7). 
While only one member of staff identified the practice of being well read during the 
interviews, 53 staff confirmed their knowledge of the practice in the confirmation survey and 
related it to their trust in Chris. While not articulated as being connected to trust in Chris, 
many staff members, as well as the Chair of Council shared their love of his “inspirational 
speeches.” Chris prepares a speech to give at an assembly every two weeks. Most of those 
speeches contain a quote taken from a literary source, gathered from his practice of reading 
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widely. Staff members found this practice inspirational; it was a significant source of their 
admiration for Chris. 
Kids respect him. When he talks on assembly you can hear a pin drop… they are 
listening and they recount the stories he tells when he speaks (Steven, teacher, 
FG14). 
 
Providing an Appropriate Model 
For this transformational leadership behaviour the Head scored 6.36 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. Three key practices 
for this transformational leadership behaviour were identified during the data collection.  
2. Is visible around the school; 
3. Openly admits mistakes; 
4. Works very hard; 
2. Is visible around the school 
 Chris’s office is on the ground floor of the main administration building, a centrally 
located and rather unassuming building. The office overlooks the main playing field for the 
school. Staff members said that they often see Chris race out of his office and down to the 
oval to watch a match and cheer students on. Staff members consistently shared their 
appreciation of Chris’s involvement in the life of the whole school: his presence around the 
campus and his attendance at the many functions and events. Staff members saw his 
presence as being genuine, rather than tokenistic; this, coupled with his strong rapport with 
the students, provided staff an insight into Chris’s intent as a Head and consequently, a 
basis for their trust in him. 
I have never been in a school where the principal has come to everything that is on 
from football to every music performance… and if he hasn’t been at it he sends an 
apology (Tracey, Head of House, FG9).  
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He will often be at sporting events, when girls are playing netball and boys are 
playing rugby. He won’t just sit there, he’ll be barracking as well; he’ll be part of 
the crowd. He appears to be there because he wants to see what is happening and 
be a supporter than just, ‘I had to make an appearance because that is my job’ 
(Anthony, teacher, FG5). 
Little things that he does, going out to talk to the kids… That empathy with the 
children, sometimes Heads are [often] very removed from the day-to-day operation 
of the school and for me that brings about a lot of trust for me and his judgement 
(Laura, support staff, FG10).  
 Each afternoon Chris was observed at the front of the school farewelling students, 
speaking with parents and ensuring that everyone was safely boarding the buses. One little 
boy said to Chris, “You are so popular Mr X!”  
He also gets out of the office a lot. I love that fact that he walks around the school. 
He always talks to all the kids. They all smile and greet him. They all just love him. 
He has got that amazing rapport with all the kids (Melinda, Head of Department, 
FG6). 
3. Openly admits mistakes 
 Being human and displaying vulnerability was an important practice for several staff 
members interviewed: “There is a willingness to show that he is human and that he can 
make mistakes and he is happy to admit [that]” (Greg, Dean, FG7). While no staff member 
recounted a time where Chris had made a mistake they were impressed that he was willing 
to admit that “mistakes had been made” and to take the blame for them rather than 
directing the blame at an individual. 
There has [sic] been times when, cases, not when he’s necessarily made the 
mistake, but he’s endorsed it… more often it seems like, [for example] a staff 
meeting on the day before or after parent teacher [interviews], he’ll say, ‘this is 
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silly, we should have looked at this, and, I’ll take the blame,’ even though it’s not 
really his fault. He will often take publicly the blame for something he really didn’t 
do, it was us [sic] that created the problem but he will take it (Bob, Head of 
Department, FG7). 
 The admission of mistakes was linked by several staff members to Chris’s willingness to 
be vulnerable. He is not only willing to admit fault but also willing to share his personal story 
and an insight into his emotions. This was quite a different aspect of the practice of openly 
admitting mistakes compared to the Heads of School 27 and School 6, both of whom were 
very reserved people who preferred to differentiate between personal and professional. The 
following was a conversation about Chris among three staff: 
He shares stories with you. You can get to the essence of the person because of 
what he is talking about and the feelings that he shows, he is very compassionate 
(Laura, support staff, FG10)… He is very open, he’ll tell you a lot of personal stories 
about when he was younger, about his wife and his kids, and he likes to hear other 
people’s stories (Cathy, support staff, FG10). That is showing a bit of vulnerability 
which I suppose gives us confidence that he’s like us too—human! (Karen, support 
staff, FG10).   
4. Works very hard 
 A small number of staff members who were interviewed commented on Chris’s work ethic 
and commitment to the school. Witnessing his commitment to the school inspired their trust. 
He does long hours; he does a variety of things. He goes off to netball on 
Saturdays, he goes off to Building and Grounds [committee meetings] on Thursday 
nights and then he is here early in the morning. He does huge hours (Audrey, 
school counsellor, I4). 
 Working hard did not simply mean long hours and attendance at the many functions and 
events. Staff fondly commented on Chris’s “inspirational” speeches which he delivers each 
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fortnight. What impressed them was that Chris was always prepared, managing to read, 
write and plan thoroughly rather than “winging it”:  
I appreciate how he is always prepared. When he speaks at assembly he never 
wings it. He is always clearly prepared. He has got his quotes, he has got his 
stories… he has thought about, he has got a theme, he has got a message to it. I 
have been in places where people wing it and the difference is chalk and cheese 
(Anthony, teacher, FG5). 
 
Fostering an acceptance of group goals 
For this transformational leadership behaviour the Head scored 6.19 out of a possible 
score of 7.00 on the TLM tool conducted in Phase One of the research. No key practices 
were identified during the data collection. 
 
High Performance Expectations 
For this transformational leadership behaviour the Head scored 6.33 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. While it was the highest 
score of each of the transformational leadership behaviours, no key practices were identified 
during the data collection. 
 
Providing individualised support 
For this transformational leadership behaviour the Head scored 5.75 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. Six key practices for this 
transformational leadership behaviour were identified during the data collection. They 
included: 
5. Offers trust to staff; 
6. Mentors and coaches staff; 
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7. Actively listens; 
8. Cares for staff; 
9. Provides affirmation; 
10. Keeps confidences. 
5. Offers trust to staff 
Chris’s practice of offering trust to staff members was succinctly articulated by Scarlett, a 
junior school teacher: “He gives you professional trust, he has given me lots of opportunities 
in the school… there is a sense of trust in me from him” (I12). These feelings were echoed 
by staff members interviewed, from support staff through to the Deputy Principal; people 
felt that they were trusted by Chris which in turn engendered their trust in him.  
One of the school counsellors recounted her experience since commencing employment 
at School 10 under Chris’s leadership: 
He does trust me to do my job, but I trust him to do his part of the job too so it is 
mutual… I have worked for 30 years in several systems and I know that if you don’t 
have the support of your principal you are doomed. I found that quite a stressful 
thing in the beginning [when I started here]… I am not a person who does the 
gravel rash thing; I wasn’t going to do that to get into [Chris’s] good books… I 
must admit, when I saw a reciprocal thing [offering me trust] that was really, really 
helpful because without that I would have had a doomed existence. So to have the 
trust of your principal is paramount… If it wasn’t [sic] a mutual thing it wouldn’t 
have worked (Audrey, school counsellor, I4).  
 The offering of trust for many staff members interviewed went beyond the role they were 
employed to do, it encouraged them to extend themselves and grow professionally. As a 
result, for those staff members self-doubt gave way to self-belief and career progression. 
He puts a great deal of faith in us all the time… He embraces the parallel leadership 
notion, he is very happy to give jobs to people that he believes can do those jobs. I 
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think there is a great deal of belief that you get from knowing that you have got his 
tacit support for a venture that we want to go for (Greg, Dean, FG7). 
He likes to give people the opportunity to show what they are worth (Bob, Head of 
Department, FG7). 
6. Mentors and coaches staff 
 The offering of trust to staff members to perform their role extended into Chris’s practice 
of mentoring and coaching staff. Clare was the Executive Assistant before Chris and the 
School Council recognised her abilities and asked her to step up to become the Business 
Manager and Secretary to the Council when the position became vacant. Clare was offered 
trust by Chris to take on this considerably more senior role. When in the position Chris 
coached and mentored her, enabling her to grow and develop the professional skills 
required. In a one-on-one interview Clare shared her appreciation of Chris’s mentoring: 
Whenever we make a mistake, which we all inevitably do because we are human, 
he will talk that through with you. There is [sic] never any incriminations… it is 
more based on, ‘how will we do this differently next time?’ He’s terrific, that’s how 
we grow as people… That’s another reason why [Chris] engenders trust, he really 
wants to develop people. He doesn’t want them to sit still. He wants them to have 
the opportunity to grow and to blossom (Clare, Business Manager, I13).   
 Chris’s ability and willingness to coach and mentor others was recognised by the school 
chaplain. His offering of trust, and then provision of support, encouraged many to grow 
professionally: 
He has put into place a lot of things behind the scenes, so I have seen him, even in 
the short time I have been here, building up the confidence of staff who have 
sometimes doubted their own ability, and encouraged them in leadership. I see 
people now able to step into a principal’s position if they feel so called to (Jane, 
Chaplain, I3). 
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 While Chris is willing to take the blame for mistakes that have been made by another, he 
does take the opportunity to privately mentor the staff member so they grow from the 
experience rather than be left feeling chastised and unsupported: 
He stands in the trenches with you… In the whole time I’ve worked with him, I’ll 
make mistakes but he’s never hung me out to dry, ever. He’s kicked me in the 
backside a couple of times… but he’s never hung me out to dry in front of people… 
When we get by ourselves he’ll say, ‘you idiot,’… ‘You’ve done the wrong thing, 
what could you have done?’… I feel greatly mentored by him… The whole time I 
have watched and learned from him (Andrew, Deputy Principal, I8).  
7. Actively listens 
You feel like he is listening to you and talking to you, whereas you know some 
people, they listen to you but they don’t (Janet, teacher, FG1). 
Chris’s practice of listening was closely linked to his practice of caring for staff. His ability 
to genuinely listen by stopping what he was doing and seeking to understand what the 
person was really saying demonstrated that Chris actually cared about the person rather 
than simply seeing them as another member of staff. Staff members consequently felt 
valued because he gave his time to them which in turn engendered their trust in him. 
He has a very ‘open door’ policy that is truly open. He’ll sit and talk to anyone. He 
cares for people by listening, that is what I see (Margaret, Administrative support, 
FG5).  
The trust comes from him listening… he takes things really seriously. If I went and 
saw him about an issue today, in six months’ time he could recall that conversation 
and ask, ‘how is that going?’ (John, Head of Department, I2). 
 Chris is not an aloof person; staff members described him as “a people person,” (Jess, 
teacher, FG7) happy to speak to anyone no matter who they are. 
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When you talk to [Chris] you don’t feel like you are talking to a principal, you feel 
like you are talking to [Chris]. He stops what he is doing, he listens, he is genuinely 
interested in what you have to say (Sarah, Dean, FG6). 
 Actively listening means that Chris seeks to understand the person’s feelings, listening 
carefully not just to what is said audibly but also for the words that are not uttered. He is 
able to demonstrate that he has actually heard because he repeats back to the person what 
they have said and how they feel for their confirmation.  
When you speak with him he gives you his full attention and you believe that he is 
not only listening but trying to understand where you are coming from (Greg, 
Dean, FG7). 
… at the end he was able to do some reflective listening and talk back to her about 
what she talked about and showed her that he had really heard what she had said 
and he showed her that he really appreciated what she had said (Anthony, teacher, 
FG5). 
8. Cares for staff (people) 
Chris has an incredible capacity to show care for people. With 207 staff members, people 
who were interviewed consistently spoke about his care of others. The practice of caring for 
people was linked to trust by Jenny and Margaret: 
I put more trust in a person that is actually interested in me as a person rather 
than just, ‘you are a teacher of that class’ (Jenny, teacher, FG15). 
I do trust him implicitly. He cares for people. Some of the things that I see that 
gives me really firm belief in him as a principal is that I see everyday people 
walking into his office sometimes not feeling so good and they walk out feeling 
buoyed: He is a wonderfully affirming person. It really is a gift that he has 
(Margaret, Administrative support, FG5). 
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 For Chris, the role of Head goes beyond just the strategic development and day-to-day 
operation of the school; “he demonstrates a genuine responsibility for everyone in School 
10’s community, staff, students and parents” (Jess, teacher, FG7). 
Outside school he is an amazing fellow too. If you have got any personal problems 
or whatever, he will be in touch. My husband is really sick at the moment and quite 
often [Chris] will ring and check up and see how he is… He cares, it’s that caring 
thing… and it’s not just about caring for his staff, it’s caring about the extended 
wellbeing of the people and it’s just lovely (Angela, Head of House, FG9). 
Since his appointment as Head Chris has involved himself in people’s lives beyond that of 
being employees of the school. Bob (Head of Department, FG7) shared the story of his 
wedding. Chris had only recently been appointed when Bob was to be married. Chris took it 
upon himself to attend the ceremony and went to the church in support of Bob but went to 
the wrong church first by mistake! “We didn’t really know him but he turned up and was 
really happy to be there” (Bob, Head of Department, FG7)! Bob’s story prompted Jess 
(teacher, FG7) to tell about the time Chris came to her father’s funeral even though she 
doesn’t “have a personal relationship” with Chris. She found his gesture “wonderful… really 
nice.” 
 Chris was described by many staff members as an “incredibly generous person. If a staff 
member is ever in need he will always give to them from his own pocket” (Margaret, 
Administrative support, FG5). Laura (support staff, FG10) appreciated the little gestures that 
showed Chris cares. Many of the support staff members work through the school holidays. 
Laura said that Chris will bring a cake each day or buy them a coffee and take the time to 
share conversation and morning tea with them. 
9. Provides affirmation 
 When interviewed, Chris was asked what he spends his energies on when leading the 
school. Chris’s response was, “valuing staff, because if you have got good teachers, you 
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have got a good school… If they [the staff] know that you value the work they do, they’re 
far happier.” Chris believes that this practice is important because he knows what it is like to 
receive little or no affirmation: 
How many times have you made a speech or something like that and no one said a 
thing about it, and you think, ‘that must have been dreadful’ But that’s not the case 
because people just don’t say that to you… If no one says anything to you it must 
have been bad. So knowing that… when people do something well, I try and affirm 
that something (Chris, Head of School 10). 
Chris’s practice of providing affirmation was appreciated by staff members interviewed. 
One staff member went as far as to say that Chris makes them feel that if they have done a 
great job it reflects on everyone in the school community.   
[When he comes along to an event] he will come up to me and shake my hand, 
and say, ‘[Jess], this is fantastic, what a great job you’ve done.’ He’ll feel good 
because you are an extension of him (Jess, teacher, FG7). 
The affirmation Chris provides takes many forms. Chris says that he will just go and see the 
person and tell them that they have done a great job or he will write them a note; “I write a 
lot of notes.” Staff members said that he will thank people in private or in public, or send an 
email. Chris was observed thanking staff members at a staff briefing for taking students on 
a camp the previous week. He was also observed reading aloud an email to the senior 
leadership team from a parent who wished to acknowledge a particular staff member’s 
positive impact on his son. Chris had forwarded that email onto the staff member and then 
went to see him to add his personal thanks. 
He gives a lot of praise to people which makes them feel good for quite small 
things that you do every day, and he for some reason will say, ‘this is really great,’ 
and he’ll do it publicly. He will often come and see you individually but he will often 
do it publicly. Makes you feel really good (Bob, Head of Department, FG7). 
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Very good at appreciating people, often he’ll send through an email if he sees 
something that we’ve done. Not everyone does it; he takes the time (Laura, 
support staff, FG10).  
10. Keeps confidences 
 Keeping a person’s confidence was a practice identified by staff members interviewed: 
“He doesn’t blab; he keeps confidences” (Jane, Chaplain, I3). The practice was closely linked 
to Chris’s active listening and his genuine care and concern for people. Chris is very involved 
in the lives of people and as such, many staff members told stories of the personal issues 
that they had shared with Chris. In each of those instances the staff member trusted, from 
experience, that Chris would never give away confidences. 
He is very principled… when people tell about when they went and spoke to [Chris] 
he never gives away stuff, you never think he sold that teacher out; you always 
know that he doesn’t. He is very principled in what he says. He clearly keeps 
confidences… That comes back to trust (Anthony, teacher, FG5).  
He is the sort of person you could go and talk to about anything. I trust the fact 
that if I tell him confidential things he would not take it any further than necessary 
(Melinda, Head of Department, FG6). 
 Sarah (Dean, FG6) spoke about a recent death of a parent in the school community. She 
described how Chris informed the staff at a briefing; he shared only the facts and then 
handed over to the school counsellors to provide advice to staff members for the handling of 
the issue with students. Chris had then followed the briefing with a short email outlining just 
the facts. 
The way he delivered [the death of the parent] to the staff was really good because 
it made us trust that we shouldn’t ask questions about it, even though I knew the 
little girl and I was really interested in that, I never asked questions about it… the 
information from the family’s point of view was really good because we didn’t know 
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their business and I thought that was really good, he could have told us more than 
he did but he didn’t (Sarah, Dean, FG6). 
Intellectual stimulation 
For this transformational leadership behaviour the Head scored 5.97 out of a possible 
score of 7.00 on the TLM conducted in Phase One of the research. No key practices for this 
transformational leadership behaviour were identified during the data collection.  
 
Other 
One practice identified during the data collection that could not be clearly linked to one of 
the six transformational leadership behaviours was ‘makes informed decisions.’ 
11. Makes informed decisions 
Staff members consistently articulated Chris’s ability to make decisions. With admiration 
Andrew, the Deputy Principal, said those decisions were invariably the right ones.  
He has a very clear idea of what is right and what’s not in a whole range of areas, 
and if it’s right he follows that path and if it’s not he doesn’t, and it doesn’t matter 
who you are or what you are, if it’s not right, it’s not right. I have always been 
impressed by what he sees as being the right thing in all areas… I trust his 
judgement implicitly… over the years I have seen him, he invariably makes the 
right decisions… (Andrew, Deputy Principal, I8). 
People trusted Chris not just because he made decisions, but because of the decision 
making process he employed. Most decisions, particularly if they have broader implications, 
were never made in isolation. Chris would consult with staff members before carefully 
reflecting on the issue and then making the decision. Staff members said that they felt 
comfortable expressing their views to Chris on any matter; they felt that their opinions were 
valued when a decision was to be made.  
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He is very welcoming and open to people expressing their opinions without that 
fear, that, ‘I’m not going to have a job next week,’ you just never have that fear 
(Karen, support staff, FG10)… You will go in and sit down and talk about it, but 
then he will go over it and make some notes of what you have said, and then he 
will go away and you’ll know that he’ll come back to you with a resolution or a 
decision (Laura, support staff, FG10). And it might not be what you want but he will 
give his reasons why (Karen, support staff, FG10). 
[If I take something to Chris] I won’t ever be faced with a ‘no, that’s not going to 
happen.’ He’ll always take the time to go away and think about what I have asked 
of him and he will always make sure that he is fully informed before he gives a 
response. That is a really big thing with [Chris]… he makes sure he talks with all 
the right people and gets the background information (Cathy, support staff, FG10). 
He doesn’t make rash decisions, he listens to all views and takes considered action 
(Rebecca, teacher, FG14). And if those decisions have negative ramifications for 
anybody he will be aware of that and… talk to people about that (Steven, teacher, 
FG14). 
 Chris is acutely aware of the impact his decisions may have on staff. He knows that some 
decisions are not going to be well received and therefore it is important to him that people 
understand the reasoning behind the decision: “I work very hard to make sure when we 
make decisions they’re informed, and that even if they don’t like it, they understand the 
reason for it” (Chris, Head of School 10). As Karen (support staff, FG10) said in her 
conversation with Laura (support staff, FG10), Chris will make decisions but they “might not 
be what you want but he will give his reasons why.” This practice gave way to trust. 
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Head/Chair relationship 
 In 2002, on Chris’s recommendation, Grant was approached by the then Chair to become 
a member of the Council. At the time Grant had two daughters at the school and was a 
member of the Parents and Friends Association. In 2008, Grant was elected by the Council 
to the position of Deputy Chair. In 2009 he assumed the role of Chair.  
Grant is a businessman. Early in his career he worked for large corporations in very 
senior positions including Westfield, Lend Lease and Hookers Real Estate. He left the 
corporate world 20 years ago and entered small business buying a small sunglasses store. 
Within 12 months he had increased its turnover to over $1million and so bought another two 
stores. As many business people do, he sold the businesses and started another, a computer 
training business, training Managing Directors, Chairs and General Managers. Grant has 
subsequently bought and sold several businesses and is currently developing a network 
marketing company. Grant brings his experience of the corporate and business world to the 
governance of School 10: 
We are [School 10] a 25 million dollar serious medium business, and as much as 
educators hate to think that schools are a business, it is and you have got to treat it 
like a business, and one of the things we keep drilling into everyone is that not-for-
profit organizations have to make a profit [to be economically sustainable] (Grant, 
Chair of School 10).  
 Becoming a member of the Council was the first time that Grant had become a director of 
a company. He acknowledges that he learned on the job: 
Learning how to be a director was a first for me. Learning how to be a Chair was a 
first for me… Most people, unless they have experience in chairing a company, 
most people are pretty useless for the first 12 to 18 months until they actually get 
what is all about. And that would have been the case for me. Some say longer! 
(Grant, Chair of School 10). 
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When he first assumed the position of Chair he and Chris met once a week. As Grant 
became more comfortable with his new role they began meeting less frequently. 
We used to meet regularly, [Chris] and I and the Deputy Chair; for breakfast, once 
a fortnight. But we quickly discovered that we were just talking about operational 
things, not strategic, so we stopped that (Grant, Chair of School 10). 
This year, Grant’s fourth year as Chair, he and Chris have hardly ever meet. This is partly 
because Grant has significant trust in Chris “to just get on with it and do the job” but also 
because the School Council has just completed a significant strategic plan.  
We’ve been through an enormous four years. Just a few of the highlights: we have 
been through a corporate restructure, we have introduced a 1:1 laptop program, 
we have created a 28 million dollar building program (Grant, Chair of School 10). 
Chris knows that he has the Chair’s confidence, but is also glad that the regular meetings no 
longer occur. 
We used to go to a coffee shop and we’d sit down and have a meeting, and I think 
he’s very comfortable with what I’m doing and so he doesn’t need it anymore, and 
I’m quite relieved about that because generally it would be small talk that would 
happen, and well, I’m too busy for that (Chris, Head of School 10). 
During the roll-out of the strategic plan the Council was meeting nine times a year; “Now 
we are only meeting four times a year, and may be at the end of the year for the wrap up” 
(Grant, Chair of School 10). In addition to the regular meeting schedule, the Council meets 
for a strategic planning day once a year. During my visit to the school the senior 
management were preparing for the strategic planning day that was to occur the following 
Saturday. 
 While Grant and Chris rarely meet outside the normal Council meetings they do regularly 
speak by email or telephone. Chris is discerning, but said that he would inform the Chair of 
anything that is noteworthy, including anything to do with the health of the staff or 
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students, workplace, health and safety, or any excellent student results. Chris’s approach is 
to share with the Chair and the School Council “all the good news [and] the bad news as 
well.” This practice, the only trust building practice identified in the Head-Chair relationship, 
is employed by Chris because he does not want the Council “to ever come back in a couple 
of years’ time and say… ‘you never told us about this.’” For Grant, trust is transparency—
Chris’s sharing of information. 
He’ll call me if there is an issue, you know, a staffing issue, or with a student, 
OH and S. He keeps me appraised of matters. He does ring me about 
everything, all the day-to-day operational things. I’ll decide then if the rest of the 
Council need to know (Grant, Chair of School 10). 
Chris recognised that in the early stages of a relationship with a Chair or new member of 
Council he has to “work a lot harder because they ask all the questions because they don’t 
really know” but his relationship with Grant is at a stage now that he doesn’t have to share 
as much as he had done previously. 
 Grant recognised that his trust in Chris began when his children started at the school. He 
originally chose to send them to School 10 because it had an excellent reputation built upon 
strong, inspirational leadership on the part of Chris. 
He’s seen as an inspirational leader. He’s seen by the kids, they love him; they just 
love him. And they don’t love him because he’s their friend; they love him because 
he’s their leader” (Grant, Chair of School 10). 
As the two have developed a strong Head-Chair relationship Chris has inspired a deeper 
level of trust because Grant has got to know who he is. Interestingly, Grant’s trust was not 
articulated as confidence in his ability as a Head, as for the previous three cases, but 
because of Chris’s strong morality and principles: 
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He’s a man of emotional intelligence, he’s a people person. I love his speeches; he 
is an excellent speaker, inspirational. My trust comes in [Chris] from his moral 
compass, and his values system (Grant, Chair of School 10). 
 
Summary of findings 
 Chris has been the Head of School 10 for 13 years; it is his first headship. During the 
course of the visit to the school he was described by his staff as a people’s person, having a 
genuine sense of responsibility for the care and well-being of everyone in the community. 
He was much admired by those interviewed, not just for his inspirational speeches and 
principled leadership of what is a very successful school academically, but because of his 
strong moral compass and honourable view of people: 
He has a higher view of people in the world... a more noble view of the world, and 
a trust, he puts trust in people and has the [sic], he believes the best in people and 
you give them the opportunity they’ll do the right thing. (Andrew, Deputy Principal, 
I8). 
As a result, Chris has managed to gain a place in many staff member’s hearts, to the point 
that they worry about when he will leave:  
We worry about him. He’s got that place in all of us now. You know, when he had 
his knee operation… there is genuine care and concern because he is a major part 
of our lives now (Greg, Dean, FG7). And you really worry when he goes what’s 
going to be there because he is so central to the running of the school and the 
ethos of the school (Bob, Head of Department, FG7). 
 Chris was ranked as the second most trusted transformational leader during Phase One 
of the research with an overall trust score of 26.82. During the visit to the school, 32 
teachers and support staff were interviewed, Chris’s day-to-day interactions were observed 
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and a confirmation survey was administered to confirm the 11 key practices that are used 
by Chris to engender the staff’s trust in him. These included: 
1. Very well read; 
2. Is visible around the school; 
3. Openly admits mistakes; 
4. Works very hard; 
5. Offers trust to staff; 
6. Mentors and coaches staff; 
7. Actively listens; 
8. Cares for staff; 
9. Provides affirmation; 
10. Keeps confidences; 
11. Makes informed decisions. 
Grant has been a member of the School Council for 11 years; for a year he was the 
Deputy Chair and for the last four years he has been the Chair. Grant’s trust relationship 
with Chris began when he chose to enrol his children at School 10. He sees Chris as a 
person who has a genuine passion for young people and an ethical character which he uses 
to provide the school with inspirational and strong moral leadership. 
When he first became Chair, Grant and Chris used to meet once a week. As the 
relationship grew, and Grant became more confident in his position, the frequency of their 
meetings lessoned to once a fortnight. Chris recognised that in the early stages of a 
relationship with a new Chair, he has to work harder to ensure that they are provided with 
information and answers to their many questions. Now he and Grant rarely meet between 
Council meetings; Grant leaves him “to just get on with it and do the job.” 
Apart from Grant’s willingness to trust Chris because of his experience of him—firstly 
from the perspective of a parent, then a member of Council and finally as Chair—one other 
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practice was identified, which was Chris’s practice of transparency. Chris ensures that he 
shares with the Chair anything of note, the good news as well as the bad. Chris does this 
because he never wants the Chair or the School Council “to ever come back in a couple of 
years’ time and say… ‘you never told us about this.’” (Chris, Head of School 10). 
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Chapter 9 – A cross-case analysis 
Four cases of highly trusted transformational school leaders were presented in Chapters 5 
to 8. Each case was studied in isolation revealing the key practices of the individual Heads 
who met the selection criteria for the study. This chapter covers the cross-case analysis of 
those four cases, where binding concepts, themes or functional relationships that link the 
cases together are revealed. It sheds light on the most prominent practices that engender 
trust between a Head and his/her staff, and a Head and his/her Chair of Council. This cross-
case analysis takes evidence from the case studies to show how uniformity or disparity 
characterizes the practices that engender trust. The most important findings are conveyed 
as assertions. The evidence provides a logical persuasion that each assertion is credible.  
This chapter begins with an analysis of the Head-staff dyad from which three key 
assertions are made. An argument is presented to support each of those assertions: trust is 
more closely linked to the practices of the Head rather than the context of the organization 
or the leader’s [Head’s] personal attributes, multiple practices were employed by the leader 
to engender the trust of their staff, and there were 10 practices most commonly evident in 
the Head-staff dyad.  
The second part of the chapter examines the link between transformational leadership 
and trust. Two assertions are made. Trust and transformational leadership were inextricably 
linked, and, an additional transformational leadership behaviour was identified: 
Transformational leaders make informed and consultative decisions.  
The final part of the Chapter is an analysis of the Head-Chair dyad. At this point the final 
assertion is made: There were three key practices most commonly evident in the Head-Chair 
dyad.  
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Assertion 1: Trust is more closely linked to the practices of the Head rather 
than the context of the organization or the leader’s [Head’s] personal 
attributes 
 The study examined the practices of four highly trusted transformational leaders. The 
four school leaders were selected from the Australian Heads of Independent Schools 
Association (AHISA) using the following criteria:  
1. transformational leaders; 
2. from schools with a staff greater than 120; 
3. from schools with an open employment policy; 
4. highly trusted. 
Therefore, each of the Heads selected satisfied the criteria underpinning the theoretical 
framework used to structure the study. While they had the selection criteria in common, the 
differences among each of the schools and the Heads were obvious. The limited related 
literature reviewed in Chapter 2 recognises that a key issue for research into trust is the 
diversity of contextual situation (Dirks & Ferrin, 2002). Tschannen-Moran (2004) concluded 
that the individual school context had a significant bearing on the development of trust. To 
help overcome the problem of context the central design of the current research was a 
multicase study. Data drawn from a range of school contexts and personalities of Heads, 
presents a level of validation to the findings, providing a logical persuasion that the practices 
identified are more likely to retain their validity in other situations. That is, trust is more 
closely linked to the practices of the Head rather than the context of the organization or the 
leader’s personal attributes, and can therefore be applied by other Heads to engender trust 
between themselves and their staff. 
Four different schools (contexts) 
The individual cases selected were all large independent schools in Australia. By their 
very name, independent schools are independent; they are not part of a system. Each of the 
four schools participating in the study had its own complexities and situational differences. 
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The history, structure, purpose, values and vision of each school was very different in each 
case.  
Case 1 
Case 1 is a co-educational school located in the outer metropolitan region of one of 
Australia’s capital cities. With an enrolment of 1350 students from the first year of school to 
Year 12 it was the largest school participating in the study in terms of student population. It 
was also the only school with an international student program. The staff numbered 170. 
Established in 1993 it was the youngest of the four schools studied, had the lowest fee (with 
an annual fee for a Year 12 student of $9150) and the lowest SES score (97), providing an 
insight into the socio-economic background of the families it serves.  
The Head had been at the school for a little over a year at the time of the visit. During his 
first year of employment he and the School Council had been developing a new strategic 
plan. Under the new plan the vision for the school is to be “a vibrant, coeducational church 
school community that values its individuals and is unrivalled in developing and achieving 
holistic opportunities for the futures of its young people” (School 9’s Strategic Plan 
Document, 2012). The strategic thrust of the new plan is to improve the way they do things, 
and to raise the expectations and standards of the community. As a church-affiliated school 
it is based on three core values: Faith, Learning and Service.  
Case 2 
In stark contrast to Case 1, Case 2 is an inner city secondary girls’ School established in 
1875 (making it the oldest of the four schools studied) with an enrolment of 1165 students.  
The school has no affiliated organization, such as a church, and does not have an explicitly 
stated set of values. It is a high-fee school with an annual fee for a Year 12 student of 
$18,860. Its SES score is 121, placing it in the upper tier of Australian schools in terms of 
the socio-economic background of the families it serves. With that level of fee, coupled with 
the expectations of the community it serves, the school is unashamedly academic in its 
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focus rather than having the holistic educational focus of Case 1. This focus is articulated in 
its vision, “exceptional scholarship.” The clear value and expectation for scholarship is not 
only for the students but also the staff. The Head actively supports and encourages staff to 
undertake further study and to write academic articles for prominent educational journals. 
Of the 135 teaching staff at the school, 29 have at least one Master’s Degree and four have 
a Doctorate. Many others are currently working toward their post-graduate qualifications. 
There is a total of 190 staff (teaching and non-teaching). 
Being an inner city school the campus is very restricted. It does not have the luxury of 
space that Case 1 enjoys. Many of the facilities are three-to-four storeys high with the most 
recent, and imposing building on the campus, being eight storeys high. The school does not 
have its own playing fields.  
Case 3 
Case 3 is also an inner city girls’ school located in another major capital city in Australia. 
Originally established as a church school but now non-denominational, the school opened its 
doors in 1895 with one student. It now educates 903 girls from Kindergarten to Year 12, 
making it the smallest school in terms of student population participating in the study.  
Like Case 2, the school is also very restricted for space. It is set on a three acre parcel of 
land which is covered with a jumble of non-descript buildings. The one small quadrangle of 
grass, which is well sought after by the students at break times, affords panoramic views of 
the central business district.  
The school is a high-fee school; the annual fee for a Year 12 student of $29,411 made it 
the most expensive school participating in the study. The SES score of 128, coupled with the 
high fee, is indicative of the very high socio-economic background of the families that it 
serves. 
The vision for the school is to affirm its intention to equip the students for the future 
through the best possible education. To this end the purpose of the school is to give to each 
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student the opportunity to reach her academic potential, to flourish and grow in 
competence, and be articulate, accomplished, and have a sense of self-worth to allow her to 
make a significant contribution to the community. While no longer affiliated with a church it 
is founded on Christian values. 
Case 4 
Case 4 has several similarities to Case 1: it is a church-affiliated metropolitan school, 22 
years old, with an enrolment of just over 1300 boys and girls from the first year of school to 
Year 12.  It is located on the outskirts of a coastal town. Dense forest surrounds and 
extends into a large portion of the 20 hectares on which the school is set, in stark contrast 
to Cases 2 and 3. 
The school is a mid-fee school with an annual fee of $11,955 for a Year 12 student. The 
SES score is 103. Like Case 1, the school has a very strong focus on a holistic education: 
concern for the whole person, including the spiritual, moral, intellectual, social, aesthetic, 
emotional, cultural and physical development of each of its students. The vision for the 
school is to give each student an inspiring education by providing opportunities for 
excellence in a compassionate environment. It values honesty and courage, trust and 
openness, support and encouragement, unselfish service and a sense of community, 
commitment and determination, discipline, responsibility and respect for self and others. 
While Case 1 had the largest student population, Case 4 had the largest staff: the teaching 
staff numbered 113 with a total staff of 207.  
The structure, purpose, values and vision of each of the four cases is summarised in 
Table 9.1. Four different schools, or contexts: two co-educational schools from Kindergarten 
to Year 12 and two single sex schools, two schools with a holistic educational focus and two 
with an academic focus, two inner-city schools and two metropolitan schools, two mid-range 
fee schools and two high fee schools with high socio-economic communities, two church 
affiliated schools and two non-denominational schools, and one secondary school and three 
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K-12 schools. The study did not set about to examine the impact an individual school 
context or culture had on trust, but what became clear was that a high level of trust was 
evident in the leadership of four very different schools/contexts.  
 
Table 9-1 Four different schools (contexts) 
 Case 1 – School 
9 
Case 2 – School 
27 
Case 3 – School 
6 
Case 4 – School 
10 
Locality Metropolitan Inner-city Inner-city Metropolitan 
Established 1993 1875 1895 1990 
Affiliation Church-affiliated Non-denominational Non-denominational Church-affiliated 
Co-ed/single-
sex 
Co-educational Single-sex (girls) Single-sex (girls) Co-educational 
Structure K-12 Secondary K-12 K-12 
Focus Holistic  Academic  Academic  Holistic  
No. students 1361  1165  903  1329  
No. staff 170  190  140  207  
Annual fee 
(2012) 
$9,150 $18,860 $29,411 $11,955 
SES 97 121 128 103 
Values Faith, learning, 
service 
None stated Christian values Honesty, courage, 
trust, openness, 
service, community, 
commitment, 
discipline, respect 
Vision to be a vibrant, 
coeducational 
church school 
community that 
values its individuals 
and is unrivalled in 
developing and 
achieving holistic 
opportunities for the 
futures of its young 
people 
exceptional 
scholarship 
 
to affirm its intention 
to equip the students 
for the future 
through the best 
possible education 
to give each student 
an inspiring 
education by 
providing 
opportunities for 
excellence in a 
compassionate 
environment 
 
Four different Heads 
 An independent school is a not-for-profit business. The schools participating in the study 
had an annual recurrent turnover of between $25 and $35million. The role of a Head of an 
independent school is not dissimilar to the Chief Executive Officer (CEO) of a large 
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corporation, accountable to their governing body for the day-to-day running of the school 
including: human resource management, financial management (including payroll, 
superannuation, funding, loans and fees), asset development, governance management, 
public relations, crisis management, risk and compliance, philanthropy, student 
management, and directions in curriculum and pedagogy. Most Heads in independent 
schools are employed under a fixed-term contract, usually five years in length. Their 
contract may be renewed, depending on their performance. 
 As each school (context) in the study was different, so was each person who was in the 
role of Head (John, Ella, Eileen and Chris). Each had his/her own personal attributes, level of 
charisma and particular idiosyncrasies, and yet each was highly trusted by their staff and 
Chair of the governing body. 
John 
John has been a Head for 11 years at five different schools, including an acting position 
and two short-term headships in the government sector. At the time of the visit he had been 
at School 9 for a little more than a year. Several staff described John as a country boy: “He 
is a shoot from the hip kind of guy” (Pam, Deputy Head of School, Case 1, FG6). Others 
used words such as human, calm, level-headed, kind, compassionate and approachable. 
John is seen as an extrovert, enjoying the company of staff members outside the school 
context. One staff member commented how they valued, and enjoyed being invited to 
John’s 50th birthday celebration.  For John, the line between professional and personal is 
blurred. 
What made John unique was the level of trust he had engendered from his staff in the 
first year of his employment at the school. While rated as the seventh most trusted leader of 
those surveyed for Phase One of the research with an overall trust rating of 21.79, the level 
of trust John enjoyed was equivalent to the other highly trusted Heads, and far higher than 
other Heads who have been at their schools for only one to three years.  
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Ella 
Ella has had the same length of experience in a headship as John.  She was appointed to 
School 27 in 2002, but unlike John, School 27 is Ella’s first headship. She is an academic, 
holding a Doctorate. She is well respected and held in very high regard by her peers. She 
was rated as the fifth most trusted leader out of those surveyed for Phase One of the 
research with an overall trust rating of 24.66. 
Ella describes herself as an introvert who doesn’t “seek to talk to people.” Several 
members of the staff described her as being very upright and professional, and even 
formidable or stern. Others described Ella as “very cut and dry,” not letting emotion sway 
the decisions that she makes. Ella said that trust “isn’t about being nice, because I am 
certainly not nice.” It was very clear from the interviews and from speaking with Ella that 
the trust relationships she has developed with staff are cognition-based (about her 
competency as a leader) rather than affect-based (based on her relationships with staff). 
However, that being said, Ella has a very keen sense of humour and a strong affinity with 
the students and staff who respect and admire her. 
Eileen 
Eileen had the most experience of the four Heads participating in the study having been 
the Head of School 6 since 1996. Like Ella, it is her only headship. Eileen was rated as the 
most transformational leader with a score of 12.79 and the most trusted leader with a total 
trust score of 28.49. 
Eileen is a most affable, frank and down-to-earth person; very friendly and warm towards 
the staff and the students, knowing most by name. However, this was not always the case. 
Eileen was once described by the Chair of Council as a person who “did not suffer fools 
easily” and as such was quite aloof.  To help develop her skills Eileen attended the High 
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Performance People Skills for Leaders course at the London School of Business. There she 
learnt “how to talk to people because I was such a shy person” (Eileen, Head of School 6).  
Chris 
Chris has been a Head for 14 years, 13 of which have been spent at School 10, making 
him the second most experienced Head participating in the study. He was also rated as the 
second most trusted leader in Phase One of the research with an overall trust score of 
26.82.  
Chris is greatly admired by the staff of the school but for very different reasons from the 
previous three cases. His extroverted personality was described succinctly by Jess, a 
teacher: “He’s a people person; and he is always smiling.” Chris’s mode of operation is very 
different from Ella’s particularly as it is very relational. He has a deep sense of compassion 
and responsibility for the people in his care. Staff trusted him primarily because of his 
character: there is a natural disposition to trust Chris because of his personality traits.  It 
was obvious to many staff members that Chris had a genuine value for and interest in 
people, not just the students, or the staff, but all humanity. His compelling inter-personal 
ability is natural for Chris, unlike Eileen who also has a genuine care for people but has to 
work hard on her inter-personal skills, or Ella who values respect and professional 
relationships over being liked by staff. 
Like John, Chris tends to blur the boundary between professional and personal. In his 
care for people he has attended staff members’ weddings, family member’s funerals and 
enjoys the occasional social activity outside of school with people he sees as colleagues 
rather than members of his staff. Both Ella and Eileen keep this boundary very distinct.  
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Table 9-2 Four different Heads 
 
 The study not only found substantive differences in each of the contexts, or schools, but 
also in the personal attributes of each of the Heads. Whereas each Head was a highly 
trusted transformational leader with more than 11 years leadership experience, they had 
their own particular personality traits and idiosyncrasies: two introverts who have a clear 
boundary between professional and personal (Ella and Eileen) and two extroverts who blur 
the boundary (Chris and John); two people who have to work very hard on their inter-
personal skills (Ella and Eileen) and two for whom interacting with people comes naturally 
(Chris and John); three who have a deep sense of care and compassion for people (John, 
Eileen and Chris) and one who values professionalism above being liked (Ella); one who has 
been at their school for a year (John) and three who have served their communities for 
more than 11 years (Ella, Eileen and Chris). The differences between each Head is 
summarised in Table 9.2. Data from the study showed that trust in a transformational leader 
was clearly not dependent on particular personal attributes or a person’s ability to develop 
relationships. This was particularly ostensible between the two most highly trusted Heads, 
Eileen and Chris, who have two distinctly different personalities; Eileen is an introvert who 
 John Ella Eileen Chris 
Total Trust Score 21.79 24.66 28.49 26.82 
Trust Ranking 7th 5th 1st 2nd 
Total 
Transformational 
Leadership 
10.79 10.49 12.79 12.75 
Tenure of the Head 
at current school 
1 year 11 years 17 years 13 years 
Experience as a 
Head 
11 years 11 years 17 years 14 years 
Gender Male Female Female Male 
Personality trait extrovert introvert introvert extrovert 
Descriptors “human, calm, 
level-headed, kind, 
compassionate and 
approachable” 
“Intelligent, upright, 
professional, 
formidable, stern, 
‘cut and dry’” 
“shy, aloof, frank, 
down-to-earth, 
warm” 
“bouncy, a people 
person, 
unconditional 
positive regard for 
others, outgoing” 
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does not “do the social discussions, the chats well” while Chris is and extrovert who is “a 
people’s person.” 
 
Assertion 2: Multiple practices were employed by the leader to engender 
the trust of their staff 
This study differed from many others in that it examined the concept of trust from the 
perspective of the people from whom it was offered, the staff members. Atkinson and 
Butcher (2003) claimed that it is virtually impossible to have a universal definition of trust 
since it is a socially constructed phenomenon. While there are numerous definitions of trust, 
the study used the Mayer et al. (1995) definition; that is, trust is a willingness to depend on 
another party as well as an expectation that the other party will reciprocate if one co-
operates.  
Staff members were aware of the purpose of the interview prior to attending. This 
provided the participants with at least five days to reflect on the behaviour of their leader. 
Many came to the interview with notes ready to share. The opening question of each 
interview asked staff members to articulate their understanding of trust. As Hall (2009) 
found when she undertook a study into the meaning of trust, the understanding of the 
concept differed considerably from participant to participant. This in turn impacted on the 
identification of the practices that were important for each interviewee. For example (the 
staff member’s definition of trust is in italics followed by a practice they identified later in the 
interview): 
Trust is knowing that the person is there to support you and that you can count on 
them. Someone you can go to if you need help—[I trust John because] he stood by 
me on an issue with a member of staff; that really meant a lot to me (Emily, 
Administration staff, Case 1, FG1). 
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[Trust is] the connection and belief that what you are saying is going to be valued 
and considered and then followed up with actions that demonstrates [sic] to you 
that they value what you have said—[Eileen] does make it very clear that she 
values the staff. When she wanted to implement the one-to-one computing she 
didn’t just decide that she was going to do it, she took the entire year getting our 
feedback, taking on board what people had said before she was sure it was the 
right thing to do (Anne, teacher, Case 3, FG1).  
These findings support the assertion made by Caldwell and Hayes (2007): Each staff 
member understood the concept of trust from the lens of their life experience, the way that 
they view the world because of their past experiences. The experiences, and the way a staff 
member viewed the world, then determined the practices that engendered his/her trust in 
the Head. For example, if trust was defined as keeping confidences, then keeping 
confidences was a practice that the person identified. As each person has his/her own life 
experience and understanding of the concept of trust, no one practice alone will engender 
the collective trust of a staff. Employing a range of practices will engender a greater number 
of people’s trust. One practice may be of value to one person but have no value to another.  
This finding was further supported by data collected from the confirmation survey. That 
survey asked staff members to confirm whether they had seen their Head use the practice 
identified in the interviews, and if so, to rate it on a three point scale. In each of the four 
confirmation surveys there were incidents of a number of staff who had seen the practice 
identified in the interviews but did not place any value on it in terms of their offering of 
trust, or they only rated the practice as being of some value. Table 9.3 shows the results of 
the confirmation survey for Case 4. The data shown in the table was typical of each the 
cases (Appendix 6). For example, two staff members from Case 4 knew that Chris was well 
read but it was not important to them in terms of their giving of trust. The same can be 
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seen for other practices employed by Chris (openly admits mistakes, mentors and coaches 
staff, cares for people, and provides affirmation). 
 
Table 9-3 Confirmation survey results for Case 4, School 10 
 
 
The four Heads who were the focus of the current study each employed between 11 and 
15 practices. While the evidence suggests that a range of practices should be employed, 
more practices did not equate to a higher level of trust. Indeed, the most trusted Head 
employed 12 practices, while the fifth most trusted Head used 15 practices to engender 
trust. It cannot be concluded from the study how many practices, or which practices are 
more important, or which combination of practices have a greater impact on the generation 
of trust. However, one comment from a staff member hinted at a potential contributing 
factor; consistency: 
Below are a number of behaviours that I identified in my interviews with staff. If you have seen [Chris] display the 
behaviour please rate it in terms of the value to you when deciding to put your trust in him. If you have not seen the 
behaviour please do not rate that statement but go onto the following statement. 
Answer Options 
Have seen it but 
it isn't that 
important to me 
This is of some 
value to me 
I highly 
value this in 
terms of my 
trust in 
[Chris] 
Rating 
Average 
Response 
Count 
Well read (very knowledgeable) 2 17 36 1.62 55 
Very visible around the school 0 6 51 1.89 57 
Openly admits mistakes 1 5 37 1.84 43 
Works very hard (always prepared) 0 8 48 1.86 56 
Offers trust to staff 0 8 48 1.86 56 
Mentors and coaches staff 2 11 29 1.64 42 
Actively listens 0 2 56 1.97 58 
Cares for staff (people) 1 1 55 1.95 57 
Provides affirmation 1 5 49 1.87 55 
Keeps confidences 0 0 49 2.00 49 
Makes decisions after considering people's 
views 
0 3 45 1.94 48 
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He is consistent in the way that he operates. I can never tell whether he is having a 
bad day or a good day because he is completely consistent… so it is all those things 
put together that make you think this is a good man I implicitly trust (Andrew, 
Deputy Principal, Case 4,  FG8). 
 
Assertion 3: There were 10 practices most commonly evident in the head-
staff dyad 
A consistency emerged following the study of four highly trusted transformational school 
leaders. Twenty one practices that engender the staff’s trust in their Head were identified in 
all. Of the 21 practices five were common across all four cases, five were common in three 
of the cases, five were common in two cases, and the remaining six were only evidenced in 
a single case (Table 9.4). All but one of the practices were able to be coded against the 
Podsakoff et al. (1990) transformational leadership framework with most practices clustered 
under the behaviours providing an appropriate role model and providing individualised 
support. No practices were linked to the sixth transformational leadership behaviour, 
intellectual stimulation. 
The research set about to identify the key practices commonly used by highly trusted 
transformational school leaders. Among the four cases there were 10 commonly used 
practices. Five of the 10 practices were clearly evident in all four cases: 
1. Openly admits mistakes; 
2. Offers trust to staff; 
3. Actively listens; 
4. Provides affirmation; 
5. Makes informed/consultative decisions. 
 
 
227 
 
 
Table 9-4 Summary of practices identified in each case 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
For those practices evidenced in three of the cases, particular nuances of the fourth case 
suggested that the practice may also exist in the behaviour of that Head. While the evidence 
for the nuance is limited—a week’s visit at each site was not enough time to highlight those 
Transformational 
Leadership behaviour 
Identified 
Practices 
Case 1 
John  
Case 2 
Ella 
Case 3 
Eileen 
Case 4 
Chris 
Identifying and 
articulating a vision 
Very well read  √  √ 
Providing an 
appropriate role model 
Is visible around 
the school 
√  √ √ 
 Openly admits 
mistakes 
√ √ √ √ 
 Remains calm and 
level headed 
√ √ √  
 Gets his hands 
dirty 
√    
 Represents the 
school well 
 √   
 Works very hard  √  √ 
 True to her word   √  
 Is very reflective   √  
Fostering acceptance of 
group goals 
Is transparent in 
communication 
√ √   
 Values  advice and 
input from staff 
√  √  
 No favourites 
policy 
 √   
High performance 
expectations 
Provides clear 
expectations 
√ √   
Providing 
individualised support 
Offers trust to staff √ √ √ √ 
 Mentors and 
coaches staff 
√ √  √ 
 Actively listens √ √ √ √ 
 Cares for staff √  √ √ 
 Provides 
affirmation 
√ √ √ √ 
 Supports staff and 
defends them 
when necessary 
 √   
 Keeps confidences  √ √ √ 
Intellectual stimulation None identified     
Other Makes decisions 
and follows 
through with those 
decisions 
√ √ √ √ 
Total no. practices 
identified 
21 13 15 12 11 
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nuances to any great depth—they are nonetheless presented in this assertion. Those five 
practices are presented in the findings as being commonly used: 
6. Is visible around the school; 
7. Remains calm and level-headed; 
8. Mentors and coaches staff; 
9. Cares for staff; 
10. Keeps confidences. 
The practices peculiar to one or two cases are not included in the final assertion (well 
read, getting one’s hands dirty, a hard work ethic, true to one’s word, the ability to be 
reflective, transparent in communication, a no favourites policy, providing clear 
expectations, defending staff when necessary, and valuing the advice and input of staff). 
While these practices were important for the development of trust between the staff and the 
Head in that particular context, they were not commonly evident across the cases.  
The five practices common across all four cases are now defined and discussed in turn. 
This is followed by the practices evidenced in three of the four cases with a discussion of the 
nuances seen before a comparison between the 10 practices and current literature on trust 
is made to provide face validation (Chatman, 1992) of the assertion. 
 
Practices common among all four cases 
1. Admit mistakes;  
Leaders are not infallible; they are human as one member of staff described her Head:  
He is very human; he displays a human error side of him… He is happy to admit 
when he makes mistakes (Sam, teacher, Case 1, FG2). 
How leaders deal with their mistakes sets the tone for the rest of the organization and is a 
key factor in the creation of trust (Reina & Reina, 2006). A leader’s willingness to display 
his/her vulnerabilities, both personally and professionally engendered staff’s admiration and 
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trust. Staff members viewed this as not as a weakness but as a key strength of leadership 
connecting them to their Head on a very human level.   
The willingness to be vulnerable, to have the ability to be self-reflective and recognise 
one’s own strengths and weaknesses, to apologise when an error had been made or to 
reverse a poor decision portrays the leader’s humility. Dickson (2009) describes humility in 
leadership as the ability to redirect your power, to forego your status and deploy your 
resources or use your influence for the good of others before yourself. Collins (2001) asserts 
that it is possible to be humble, iron-willed and successful—and many successful leaders 
have these qualities. These characteristics were certainly evident in Case 2: Ella was 
described by her staff as being very upright and professional, and even formidable or stern. 
Others described Ella as “very cut and dry,” not letting emotion sway the decisions that she 
makes. Ella said that trust “isn’t about being nice, because I am certainly not nice.” Yet, Ella 
is happy to be vulnerable and admit freely to her staff that there is much that she does not 
know.  
 
2. Offer trust to staff members; 
One of the most powerful actions for gaining the trust of others is to firstly give it. This 
was certainly evidenced in comments made by staff members: “she trusts me, and that is 
huge…” (Jack, Director of Faculty, Case 2, FG6). Tozer (1997) states that to gain the trust of 
others we first have to give it; for leaders this means taking a risk and trusting in others 
first. All four Heads saw a key responsibility of their role as being the empowerment of staff 
through the offering of trust. Consequently staff members expressed being appreciated and 
treated like colleagues and professionals, knowing that the Head was there in the 
background if they needed support and advice. The concept of ‘micro-management’ was 
mentioned several times; the role of the Head is not to interfere with a staff member’s work, 
but to provide feedback, mentoring and support if required. The offering of trust meant staff 
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were allowed “to make the decisions in terms of the day-to-day running of their faculty” 
(George, Director of Faculty, Case 2, FG13).   
The benefits of offering trust went beyond the empowerment of staff to perform their 
roles; it encouraged many staff members, to extend themselves and grow professionally. As 
a result, for those staff members self-doubt gave way to self-belief and career progression. 
The staff of Case 2 spoke about the belief that their Head had in them even though they 
didn’t feel that they had the capacity to do the role they had been appointed to, but they 
knew that their Head would provide them with further support in the form of another 
common trust building practice, mentoring and coaching staff. 
3. Actively listen; 
Listening is often a mere mechanical process whereby a person is simply waiting for their 
turn to speak, usually motivated by the desire to impart their own view point. This type of 
listening is quite different from what staff members described as being evident in the 
practice of their respective Head. All four Heads practised what Covey (1989) defined as 
empathic listening, or active listening. This type of listening is about opening oneself to the 
talker, seeking to identify what they are truly trying to say, to the point where one can 
actually feel what they are feeling.  
In the eyes of the staff members at each school visited, the Head listens far more than 
they speak. They have the ability not to be distracted, to give eye contact, ask clarifying 
questions, and listen carefully not just to what is said audibly by the staff member, but also 
for the words that are not uttered. They were then able to demonstrate that they had heard 
by repeating back to the person what was said, identifying succinctly the issue and the 
emotions felt.   
4. Provide affirmation; 
Humans have an innate desire to be appreciated and valued. Recent research has shown 
that organizations that excel at employee recognition are 12 times more likely to generate 
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strong business results than those that do not (Bersin & Associates, 2012). Chris, the Head 
of Case 4, spends much of his time seeking ways to value the staff of his school, “because if 
you have got good teachers, you have got a good school… If they [the staff] know that you 
value the work they do, they’re far happier.” 
All four Heads employed a range of appreciation strategies including publicly thanking a 
member of staff at a staff meeting, sending an email or a handwritten thank-you note, 
leaving a basket of fruit in a staff room to thank people for the extra effort, or simply 
speaking to the person privately to affirm them. Acknowledgement was not only given for 
the significant contributions but also for the small things a person had done. Staff members 
found affirmation very motivating, leading to a strengthening of trust because it left them 
with the impression that their leader knew them and the work they did. 
5. Make informed and consultative decisions.  
The final prominent trust building practice evident in the behaviour of all four 
transformational leaders was the ability to make informed, consultative decisions. Followers 
look to their leader to provide clear direction; to form that direction decisions have to be 
made. Several staff at each school spoke of previous Heads who were not good decision 
makers which subsequently left staff members feeling directionless, or in “‘no-mans’ land, 
wondering what has happened and if it [the issue] [had] been swept under the carpet” 
(Renaye, Dean, Case 2, FG10). 
Some decisions were made promptly. Staff members often needed an answer at the time 
and invariably their Head was able to do that for them if the issue warranted it. For larger 
decisions, or decisions that would potentially impact on others, the Head used a consultative 
process, ensuring that the views of all stakeholders were taken into account. Trust is the 
knowledge that the leader is not going to make some arbitrary, ‘off the cuff’ decision that 
impacts staff without involving them in the process (Barna, 2009). Staff at each school 
participating in the study knew that their opinions would be considered carefully and 
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respectfully by the Head: “I trust her decisions because she consults with staff before 
making them, but I also trust her judgement” (Lauren, Administrative Staff, Case 2, FG3). 
Reina and Reina (2006) state that a good leader is one who has enough self-trust and self-
confidence to involve others and ask for input in the decision making process. 
Trust was not linked to the need to receive an affirmative decision. Trust was linked with 
the Head’s ability to make a decision and act on it. Chris, the Head at Case 4, knows that his 
role is not to please everyone but to make a decision that is in the best interests of the 
school. What is important is that staff members are provided with the justification for the 
decision: “I work very hard to make sure when we make decisions they’re informed, and 
that even if they don’t like it, they understand the reason for it” (Chris, Head of School 10). 
The Head’s ability to be transparent and provide justification for a decision gave way to trust 
from the staff, even if the decision were a negative one. 
While the Head is the person ultimately responsible for decision making, staff members 
also commented that their leader was not afraid to change their mind if a decision did not 
work. They were willing to be vulnerable and admit mistakes.  
 
Practices common among three cases 
6. Be visible around the school;  
The administrative load of a Head of an independent school can easily keep them 
confined to their office. The role can also require significant travel, and therefore time away 
from the school for meetings, conferences and alumni functions. Being visible to the school 
community is an effective strategy for building trust between a Head and their staff. Kouzes 
and Posner (2003) described this strategy as being part of leadership credibility. Many staff 
interviewed reported how much they valued seeing the Head around the school grounds, 
speaking with parents, students and individual staff, modelling and reinforcing behaviours 
and expectations. They also commented on how much they valued the leader’s presence in 
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the staff room, at school assemblies, chapel services, functions and performances. Staff 
trusted their Head because he/she was part of the school; they could see that he/she was 
committed to the fundamental purpose of the school and its values. 
The location of a Head’s office can have a bearing on their ability to be visible. In two of 
the three cases where this practice was evident, the Head’s office was on the ground floor, 
had expansive glass windows and a door directly out onto major pedestrian traffic routes. 
The location of these Heads’ offices gave them a visible connection with the school as well 
as the provision to step out and interact with staff and students. For many staff visibility was 
linked to accessibility of the Head. Staff of trusted leaders not only see the Head but know 
that they are accessible to them: “leaders who are inaccessible cannot possibly expect to be 
trusted just because they have a title” (Kouzes & Posner, 2003, p. 46). 
The staff of Case 2 did not identify this practice in their Head. However, they did identify 
the practice of works very hard which would suggest that Ella is in fact a very visible leader.  
In the eyes of her staff, Ella’s work ethic “is second to none” (Renaye, Case 2, Dean, I10). 
This involves her arriving at school by 8am and leaving after 6.30pm and attending evening 
functions, which on average there are two-to-three a week, including weekends. Staff 
commented that Ella “lives and breathes the school” (Jeanette, School Counsellor, Case, 2, 
FG9) and that she will always provide affirmation and thanks to staff members to organise 
or host a school function or event. Ella’s office is also on the ground floor and has easy 
access to the school. 
7. Remain calm and level-headed; 
Covey (2006) links the behaviour of respect, that is, acting in a manner that shows a 
fundamental value of people, to the development of trust. A consistent, predictable manner 
and approach to situations—and therefore respect—engendered the trust of many staff. 
People by nature want to know what they are going to get. If the leader acts in a 
reasonable and predictable way people will respect and trust them (Barna, 2009; 
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Hargreaves & Fink, 2006). Each of the leaders possessed the ability to control their emotions 
and remain calm and level-headed. Knowing that the Head’s behaviour would be respectful 
and focused on the agenda of the staff member rather than themselves, gave many staff 
confidence and provided them with a feeling of safety. Even when faced with difficult or 
challenging issues, staff members knew that their leader would be “unflappable” and not 
“knee jerk to anything” (Beth, Head of Junior School, Case 1, FG8). 
Interestingly, this was not a practice attributed to Chris (Case 4). It is possible that 
Chris’s respect for staff, and ability to be predictable in his behaviour, was too obvious to 
mention. It was consistently commented that Chris has a genuine value for and interest in 
people in general, but not just the students, or the staff, but all humanity. Most important to 
the staff who shared stories about Chris was his fundamental belief in the goodness of 
people. Rather than seeing people’s faults “he has got this unconditional positive regard for 
other people… every person he sees the best in and he looks for that” (Anthony, teacher, 
Case 4, FG5). One member of staff said that “he wouldn’t have a bad word to say about 
anyone” (Margaret, Administrative support, Case 4, FG5). 
8. Mentor and coach staff; 
“’The real power of effective leadership,’ writes Brigadier Jim Wallace, former head of 
Australian Special Forces, ‘is maximising other people’s potential’” (Dickson, 2009, p. 36). 
Wallace’s view of leadership rings true for the Heads who participated in the study; three of 
the four Heads engaged in the practice of mentoring and coaching staff members. There is 
a difference between mentoring and coaching: coaching is task-orientated, performance 
driven and usually short-term; while mentoring is relationship-orientated, development 
driven and typically long-term (Clutterbuck, 2008). Depending on the situation and the staff 
member, the Head would take on the role of either mentor or coach. Neither role had a 
greater bearing on the development of trust; what was important to the staff members was 
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the investment on the part of the Head in their development. As a result staff members 
indicated they were empowered to manage difficult situations themselves.  
The practice included the giving of critical feedback, which many staff members 
interviewed said they valued. They saw it as being a vital part of their professional growth. 
Building the capacity of staff members, particularly senior staff, was seen as beneficial for 
everyone in the organization (John, Head of School 9), with the investment in staff often 
giving way to career progression. 
The practice of mentoring and coaching staff was not attributed to Eileen (Case 3) but it 
did form part of her willingness to offer trust to staff members to perform their roles. Her 
staff valued Eileen’s willingness to extend them trust but knew that the trust was not devoid 
of supervision, mentoring or guidance: 
[Eileen] demonstrates her trust in me by allowing me to get on with the job… the 
measure of her trust in me is allowing me to get on with my job but still providing 
support and guidance that you might need (Jo, Support staff, I9). 
9. Care for staff members; 
Schools by their very nature are relationship-orientated organizations. Philosophically for 
Eileen (the Head of Case 3), education is about the relationships staff members develop 
with the students, enabling each student to flourish as a human. This philosophical approach 
was also embedded in the mission statements of Cases 1 and 4.  
With staff numbering 170, 140 and 207 respectively, it was somewhat surprising to hear 
how the Heads of Schools 9, 6 and 10 extended a genuine care for individual members of 
the staff at their school. While not explicitly stated as a practice by the staff of the fourth 
case (School 27), the staff did comment that “there is an absolutely amazing human side to 
[Ella, the Head], a very compassionate, caring side” (Joan, Support staff, Case 2, FG7). Care 
at School 27 took the form of buffering teachers from difficult parents and supporting them 
professionally.  
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Staff members are naturally inclined to put their trust in a person who is interested in 
them as a person rather than just an employee appointed to perform a role (Jenny, teacher, 
Case 4, FG15; Pam, Deputy Principal, Case 1, FG6). Effective leaders care enough to want to 
learn about their staff so they can act with compassion and empathy towards them 
(Boyatzis & McKee, 2005). 
Each Head took the time to demonstrate a very real responsibility for the people in their 
community. Care was extended in very practical ways including: offering staff members an 
empathetic ear, granting time off work to support a family member, follow-up conversations 
to check up on a person, and attendance at weddings and funerals. While not every 
member of staff at each school had experienced the personal concern of the Head, they 
nonetheless had heard of his/her authentic compassion for others. For these people the 
stories of his/her care had led them to offer their trust to a leader who was compassionate 
towards students and staff.  
10. Keep confidences; 
It was not surprising that this practice was evident. In any kind of relationship, 
confidentiality is essential to maintaining trust. When others have entrusted a person with 
private or sensitive information they have a moral obligation to honour that trust; the breach 
of confidentiality may cost that relationship (Reina & Reina, 2006). 
The staff of three of the schools studied linked this practice with trust in their Head. It 
was not identified in the first case, School 9. This is possibly because the Head, John, had 
only been employed by the school for a year. His ability to keep a person’s confidence may 
not have had the time to be tested. However, for the staff at the three other schools in the 
study the keeping of confidences was associated with professionalism. Trust for individual 
staff members comes from knowing that they can share personal information with their 
Head, safe in the knowledge that unless they grant permission, it will not go any further. 
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Cross-referencing the 10 practices against existing trust frameworks 
A review of current literature (Chapter 2) revealed four key frameworks for the 
establishment of trust in school leadership: Hoy and Tschannen-Moran (1999), a five facet 
framework which was later extended by Day (2009); Kagy (2010); Ghamrawi (2011); and 
Coleman (2012).  The research design for each of these four frameworks differed from the 
current study. Hoy and Tschannen-Moran (1998), later expanded by Day (2009), based their 
findings on a review of the literature. Ghamrawi (2011) did not intentionally set about to 
study the trust relationship between staff and the Head. Kagy (2010) carried out a multicase 
study of three randomly selected elementary school environments. Coleman (2012), also a 
multicase study, gathered data from the educational leaders of school systems. The current 
study differed in that it examined trust from the theoretical framework of transformational 
leadership in the context of Australian independent schools. Unlike the previous studies, the 
work identified four highly trusted transformational leaders and then gathered data from 
those who offered them their trust, the staff.  
The mapping of the 10 prominent practices found in the current study against the four 
trust frameworks reviewed in Chapter 2 is summarised in Table 9.5.  All 10 key practices 
identified can be mapped against at least one of the four existing trust frameworks. The 
frameworks of Coleman, and Hoy, Tschannen-Moran and Day had the closest connection 
with the findings of this study with 6 of the 10 practices linked with at least one of the 
facets of trust they have postulated. While the study did differ in design, mapping the 
practices identified against existing frameworks gives rise to face validation (Chatman, 1992) 
of the research: What has been observed in the study makes sense within a plausible frame 
of reference.  
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Table 9-5 Cross-referencing of the 10 key practices against existing trust frameworks 
Practices identified in 
this study 
Hoy, Tschannen-
Moran (1998) 
and Day (2009) 
Kagy (2010) Ghamrawi 
(2011) 
Coleman (2012) 
Be visible around the 
school 
 √   
Admit mistakes √  √ √ 
Remain calm and 
level-headed 
√    
Offer trust to staff   √ √ 
Mentor and coach 
staff 
√   √ 
Actively listen  √  √ 
Care for staff 
members 
√   √ 
Provide affirmation  √   
Keep confidences √ √ √ √ 
Make informed and 
consultative decisions 
√ √ √  
 
The mapping of the 10 key practices against the four trust frameworks is now articulated. 
In each mapping exercise the practices identified in the current study are shown in italics. 
Hoy, Tschannen-Moran (1999) and Day (2009) 
After an extensive review of literature Hoy and Tschannen-Moran (1999) developed a 
trust framework that identified five facets important in trust relationships: 1. Honesty, 2. 
Benevolence, 3. Openness, 4. Reliability, and 5. Competence. Their work was expanded by 
Day (2009) who put forward three additional facets of trust: 6. Wisdom, 7. Educational 
ideals, 8. Care for the personal and academic wellbeing of others. Of the 10 prominent 
practices identified in the study, six can be mapped against the Hoy, Tschannen-Moran and 
Day eight-facet framework.  
Hoy and Tschannen-Moran described trustworthy leaders as being honest (Facet 1). 
Honesty speaks to character, integrity and authenticity, which includes “an acceptance of 
responsibility for one’s actions and avoiding distorting the truth in order to shift blame to 
another” (p. 188). Heads in the study were willing to admit mistakes, be vulnerable and 
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show that they were not infallible. Often the Heads would take the blame for something that 
was not their fault. 
Facet 2 of the Hoy and Tschannen-Moran framework describes trustworthy leaders as 
benevolent. The study revealed three practices which Hoy and Tschannen-Moran would 
classify as benevolent behaviours: the provision of support for teachers in the form of 
mentoring and coaching staff to develop their ability to tackle difficult issues; the extension 
of care for staff members (Day concisely described this behaviour in Facet 8 as care for the 
personal and academic wellbeing of others); and; the keeping of confidences.  
The fifth practice identified by the study that can be mapped against the Hoy, 
Tschannen-Moran and Day framework is makes informed and consultative decisions. Hoy 
and Tschannen-Moran describe this practice as 'openness' (Facet 3) where a trustworthy 
leader engages in open communication, shares important information and involves staff in 
decision making. Day's third additional facet, 'wisdom' (Facet 8), also corresponds with this 
practice. He articulates that trustworthy principals make timely decisions in the interests of 
staff and students; a behaviour which staff members in the study articulated when they 
described the practice of makes informed and consultative decisions. 
Reliability (Facet 4) is having consistency and being dependable. The study found that 
staff members appreciated their Head's ability to remain calm and level-headed. Whilst not 
directly stated, the practice implied that the Head was consistent in his/her behaviour and 
that staff could depend on him/her in times of difficulty not to lose self-control and become 
angry, or that he/she would not be “consistently malevolent” (p. 187).  
Kagy (2010) 
Three elementary schools in the United States were randomly selected by Kagy for a 
study into trust. Four broad categories describing trust engendering practices emerged: 1. 
Communication, 2. Confidentiality, 3. Engagement, and 4. Genuineness. Of the 10 practices 
identified from the study five can be mapped against Kagy’s findings.  
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Kagy describes trustworthy leaders as having strong communication skills (Category 1) 
which includes active listening. The second category, confidentiality, identifies the Head's 
ability to keep confidences. The third category, engagement, sees the Head willingly giving 
personal their time to be involved in school events and to be visible around the organization. 
Kagy's fourth category, genuineness, describes trusted Heads as being willing to seek the 
opinions of others: A Head's ability to make informed and consultative decisions was 
inclusive of their willingness to value the views of the staff. This final category also describes 
genuineness as a willingness to recognise success, or to provide affirmation to staff. 
Ghamrawi (2011) 
While not specifically examining the trust relationship between staff and the Head of a 
school, Ghamrawi suggested three broad descriptors of leadership behaviour that engender 
trust as a result of a study across three private K-12 schools in Beirut, Lebanon:  
1. secure a considerate environment that encourages teachers to get involved in 
professional dialogue by establishing open communication channels;  
2. model specific leadership behaviours; 
3. make it possible for teachers to instigate ideas and programs that result from 
reflective practice. 
Only 4 of the 10 practices could be mapped against Ghamrawi’s findings. 
Ghamrawi's second category describes specific leadership behaviours that trusted leaders 
should model. These include having a moral character, sincerity, integrity and candour. 
Being willing to admit mistakes and keep confidences are indicators of a person's moral 
character, sincerity and integrity. The third broad descriptor of leadership behaviour in 
Ghamrawi's framework includes the Head's willingness to involve staff in decisions that 
affect the direction of the school, which staff in the study valued and articulated as the Head 
makes informed and consultative decisions. This last category also describes a trusted 
leader as being a person who offers trust to staff members. 
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Coleman (2012) 
Coleman showed that trust is "fundamentally relational in nature and dependent upon the 
perceived existence of competency and benevolence on the part of the leader" (p. 87). He 
discovered that participants in his study consistently identified three distinct elements of 
trust: ideological, behavioural and perceptual trust. Coleman concluded that when all three 
elements are positively aligned trust will be generated. For example, intentions alone are not 
sufficient to promote trust. Simply believing in honesty is not enough; instead, 
trustworthiness is dependent upon a clearly articulated espousal of this value, evidenced by 
an accompanying behaviour. Coleman identified five themes, or elements of ideological trust 
from which could be linked to specific behaviours: 1. Altruism and caring for others, 2. 
Respect and fairness, 3. Trusting others, 4. Professionalism, and 5. Honesty. Mapping the 10 
practices against Coleman’s framework revealed that six had been identified in his multicase 
study. 
Coleman’s first theme of trust, altruism and caring for others, included three of the 10 
practices. Coleman argued that Heads demonstrated care for other adults in the school by 
supporting their professional growth, in part by directly mentoring and coaching staff. Caring 
for others was also frequently evidenced by acts of kindness and generosity, including 
preparing the occasional cup of tea or making time for a staff member if they needed 
support. This practice was identified in this study as care for staff. Coleman’s study also 
found that active listening was an important aspect of altruism. 
The second theme of trust, respect and fairness, included the practice of admitting 
mistakes. This same practice was also liked to Coleman’s fifth theme where the Heads in the 
study described honesty “as being willing to acknowledge one’s mistakes and being open to 
feedback” (p. 97). 
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Trusting others, the third category, is clearly about ‘trust begetting trust.’ Several 
participants in Coleman’s study described how their Head had effectively delegated, or 
offered trust to them to run significant areas of activity within the school. 
The final practice that could be linked to Coleman’s framework was keeps confidences. 
The fourth, category, professional trust, is described by Coleman as a form of “social capital 
that supports collaborative working between teachers” (p. 97). Being able to trust the 
Head’s word and know that he/she will commit to confidentiality is a large aspect of what he 
defined as professionalism. 
 
Assertion 4: Trust and transformational leadership were inextricably 
linked  
 The concept of transforming leadership was first introduced by Burns (1978) in his 
descriptive research on political leaders. Burns’s work was extended by Bass (1985) who 
replaced the word transforming with transformational leadership, defining the leadership 
style in terms of articulating a compelling vision for followers. Bass continued to describe 
four components, or attributes and behaviours that describe transformational leadership 
from the perspective of a leader’s colleagues: 1. Charisma or idealized influence, 2. 
Inspirational motivation, 3. Intellectually stimulating, and 4. Individually considerate. The 
four components have formed the basis of the most prominent transformational leadership 
measurement tool, the Multifactor Leadership Questionnaire (MLQ) developed by Bass and 
Avolio.  
Podsakoff et al. (1990) also offer a transformational leadership framework. After an 
extensive review of the literature and research they expanded Bass’s original four 
component framework to offer six transformational leadership behaviours or factors. It has 
been this framework which has been used to code and analyse the data collected in the 
current study.  
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Podsakoff et al. and Bass’s transformational leadership framework imply that a strong 
relationship needs to occur among all participants, a relationship that needs to be built 
around trust to be truly effective (Jung & Avolio, 2000; Kotter, 1996; Tschannen-Moran, 
2004). This implication is supported by Taylor (2000), who states that the creation and 
facilitation of an environment of trust between the transformational leader and his/her staff 
needs is necessary for leadership-driven learning to occur.  
While Gillespie and Mann (2004) stated that empirical work on the relationship between 
specific transformational leadership behaviours and trust in the leader resulted in mixed and 
inconsistent findings, quantitative and qualitative data from the current study suggest a 
remarkable consistency. Using Nyhan and Marlow's (1997) Organizational Trust Inventory 
and the Transformation Leadership Measurement tool (TLM) developed by Podsakoff et al. 
(1990), quantitative data collected from 1252 staff members from a random sample of 19 
independent school Heads from across Australia (analysed in Chapter 4) showed a strong 
correlation between trust and transformational leadership (r=.92). Dirks and Ferrin (2002) 
reported that transformational leadership is a strong predictor of trust: the quantitative data 
from this study showed that the two are inextricably linked.  
From the current study, qualitative data collected from interviews with 106 persons 
across four schools led by highly trusted transformational Heads revealed a total of 21 trust 
engendering practices. These practices were further supported by 235 staff across the four 
schools in confirmation surveys. All but one of those 21 practices was able to be coded 
against Podsakoff’s six factor transformational leadership framework further substantiating 
the assertion that trust and transformational leadership are inextricably linked.  
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Assertion 5: An additional transformational leadership behaviour was 
identified not previously articulated in either the Bass or Podsakoff 
models: Transformational leaders make informed and consultative 
decisions 
The only practice identified by the study that is not articulated in either the Bass or 
Podsakoff et al. transformational leadership frameworks was: makes informed and 
consultative decisions. However, it was a practice clearly evident in the behaviour of all four 
highly trusted transformational leaders participating in the study: they each used the similar 
decision making processes. Ella (Case 2) based her decision making on the “bigger picture” 
(Jan, Head of House, Case 2). The decisions she would make were accepted by staff 
because they were made in the best interests of the school. However, to make those 
decisions Ella ensured that she consulted with the relevant stakeholders. Trust was 
increased because Ella not only made the decision, but followed through with action. 
Eileen’s (Case 3) practice was similar in that she made immediate decisions if the issue 
warranted it, and like Ella, she was both very reflective and consultative when larger 
decisions that had a broader impact had to be made. Staff members commented that Eileen 
was transparent in communicating those decisions and was not afraid to change her mind if 
a decision was not successful. Like Ella and Eileen, Chris (Case 4) also employed a very 
consultative process, listening to the views of the staff members before carefully reflecting 
on the issue and then making the decision. Staff members said that they were comfortable 
expressing their views to Chris on any matter; they said that their opinions were valued 
when a decision was to be made. He too, was not afraid to make the ‘no’ decisions but 
would always articulate why he had reached that point. John’s (Case 1) practice of decision 
making was slightly different in that staff did not mention consultative processes. This was 
possibly due to the fact that John had only been at School 9 for a year when the visit 
occurred. However, staff did talk about his ability to make decisions and build the trust by 
“following words with actions.” Like the other three Heads, John was also not afraid to make 
245 
 
the no decisions and then be honest with staff and explain why he had responded in the 
way he had. 
Several staff at each school spoke of previous Heads with whom they had worked who 
were not good decision makers which subsequently left staff members feeling directionless, 
or in “‘no-mans’ land, wondering what had happened and if [the issue had] been swept 
under the carpet” (Renaye, Dean, Case 2, FG10). The absence of the practice impedes the 
establishment of trust and therefore the Head’s ability to bring transforming change to the 
organization.  
Leithwood, Leonard, and Sharratt (1998) developed work of Bass (1985), bridging his 
original transformational framework in to the context of education. Leithwood et al’s. eight-
dimension model (presented in Chapter 1) is identical to the model presented by Podsakoff 
et al. (the first six dimensions are consistent between the two) with the exception of two 
additional dimensions. The eighth dimension, structure the school to enhance participation 
in decisions, correlates with the practice of informed and consultative decision making 
identified in this study. Through case study research in the context of elementary schools in 
Canada, Leithwood et al. found that principals displayed a high degree of collaboration 
around decision making but they could also make unilateral decisions when appropriate for 
efficiency. This practice was consistent with the decision making processes displayed by the 
highly trusted Heads studied in this research. The correlation of this practice between 
Leithwood’s work and the current study not only provides further validation to this research 
but also to the work of Leithwood et al. It strengthens the previous assertion that trust and 
transformational leadership are inextricably linked as all the practices identified by the 
current study can be correlated with at least one of the three transformational leadership 
frameworks presented in Chapter 1. However, it is important to note; Leithwood’s model 
was not selected to underpin this study as it is not exclusively descriptive of the 
transformational leadership style. His model incorporates the construct of distributed 
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leadership (Hallinger, 2003; Stewart, 2006). The findings of the current study suggests that 
further research into the constructs of trust, transformational leadership, decision making 
practices and distributed leadership need to be undertaken. The finding also has implications 
for current transformational leadership measurement tools. These implications and 
suggestions will be discussed further in Chapter 10. 
 
Assertion 6: There were three key practices most commonly evident in the 
Head-Chair dyad 
 Most independent schools in Australia operate under the Carver Model of Governance, 
that is, the strategic direction, development of policy, accountability and monitoring and 
supervision is provided through a Board or Council (Carver, 2002). This model of 
governance can be found in many other not-for-profit organizations. Membership of such 
boards varies from school to school but is typically between eight and 14 independently 
appointed or elected members who volunteer their time. The primary role of the Council in 
an independent school is to appoint and work through the CEO, or Head of the school 
(Carver, 2002).  
Typically, the Chair and other members of a school Council are not educators, as their 
relevant skills and knowledge need to relate to effective governance rather than the 
effective operation of a school. Therefore the Head is reporting to, and developing a good 
working relationship with people who do not necessarily have experience in the same 
‘industry’ or who may not speak the same ‘language.’ There is a unique relationship between 
the Chair of Council and the Head, that to date has not been extensively explored by prior 
research.  The second aim of this study was to shed further light on this dyad. 
The four Chairs of Council who participated in the study: Mark, Nancy, Margaret, and 
Grant, each articulated a high level of trust in their respective Head when they completed 
the survey administered during Phase One of the research. Mark has served as the Chair of 
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School 9’s Council for the past seven years, prior to which he was the Deputy Chair. Mark 
holds a very senior role in a public service organization. Nancy has served on School 27's 
Council for 18 years, the last six of which she has been the Chair. She is a past student of 
School 27. In her professional life Nancy is the director of an effective governance 
consultancy firm. Margaret has been on School 6's Council for 10 years, six as the Chair. 
Margaret is a partner in a prominent legal firm where she specialises in directors' and 
officers' liabilities and corporate governance litigation. Like Nancy, Margaret is a past student 
of the school she serves, giving her a special affinity with its community. Grant, Chair of 
School 10's Council, has served on its Council for 10 years, one year as the Deputy Chair 
and the past three as the Chair. Grant is a businessman, having had extensive experience in 
corporate business as well as small business. All four Chairs volunteer their time in addition 
to their full-time employment. 
Mark, Nancy, Margaret and Grant have a firm understanding of governance and their role 
as Chair of Council. They each know that they have been appointed to their role by the 
owner to act on their behalf to effectively govern the school, maintaining its direction in 
keeping with the owner's mission, and to appoint and monitor the performance of the Head. 
The clarity of role was an important enabler for trust to flourish: The Head of each school 
was free to perform their role without fear of interference from the Council.  
Mark and Nancy had a vested interest in the Head of his/her school, each having played 
a significant part in the appointment of his/her respective Head: John and Ella. Margaret 
and Grant assumed the position of Chair long after Eileen's and Chris's appointment.  
The Chairs of all four schools linked trust with their respective Head's competence to 
perform the role they were employed to do. They each admired the Head's ability and 
"inspirational leadership" (Grant, Chair of School 10, Case 4). However, in addition to the 
competence of the Head, qualitative data collected from the interviews with the four Heads 
and their respective Chair of Council revealed eight trust engendering practices. These 
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included: develop a relationship, be open and transparent, meet regularly, respect the role 
of the Chair, respect the stakeholders, listen attentively, keep confidences, and appraisal of 
the Head. Of these eight practices two were evident in all four cases, one was evident in 
three cases, one was evident in two cases and the remaining four were peculiar to a single 
case (Table 9.6). 
 
Table 9-6 Trust practices in the Head-Chair dyad 
Identified Practices Case 1 Case 2 Case 3 Case 4 
Develop a 
relationship 
√ √ √ √ 
Be open and 
transparent 
√ √ √ √ 
Meet regularly √ √ √  
Respect the role of 
the Chair 
√ √   
Respect the 
stakeholders 
  √  
Listen attentively   √  
Keep confidences  √   
Appraisal of the 
Head 
 √   
 
It is contended from the data that practices most prominent in the behaviour of highly 
trusted leaders in the Head-Chair dyad are:  
1. develop a relationship; 
2. be open and transparent;  
3. meet regularly.  
While the third practice, meet regularly, was not clearly evident in the fourth case, 
particular nuances in the Head-Chair relationship at that school suggest that it has been a 
valued practice. The three key practices are closely linked. They will now be defined and 
discussed in turn. 
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1. Develop a relationship 
Each of the Chairs interviewed commented that they enjoyed a positive relationship with 
their Head that was founded on a high level of trust: “I can honestly say…  I’ve had a fair 
number of Chair roles and certainly Board roles now, and I’ve never had a better 
relationship than I have with [Ella]” (Nancy, Chair of Council, Case, 2). The relationship 
between a Head of a school and his/her Chair exists out of necessity rather than choice. 
Most Chairs recognised they, and the Head, were two very different people who, if the 
circumstances were different, probably would not be friends.   
To foster a positive relationship each Head recognised that they took the time to get to 
know their Chair, who they are, what they value, what they appreciate and how they like to 
operate. For John (Head of School 9), understanding Mark's background with the public 
service gave him an insight into the manner in which he was used to operating. Ella, the 
Head of School 27, bluntly defined the wisdom of developing a professional working 
relationship with her Chair. She recognised the importance of respect for the role and 
authority of the Chair. To ignore the relationship “would be to a Head’s peril.” 
Both the Head and the Chair acknowledged that the relationship required constant 
attention. Eileen, the Head of School 6, recognised the challenge in developing a positive 
working relationship with her Chair (Margaret) and the Council. For her it was about 
managing up or managing the different perspectives, views, values and understandings of 
the school that each of the volunteer Council members hold. To achieve this Eileen "works 
hard" to "understand what [Margaret's] values and priorities are, and tries to think about 
how [she] can manage [those best] so that she does not get irritated [while] maintaining a 
warm, effective relationship" (Eileen, Head of School 6).  
While the Head and the Chair need to develop a close working relationship, in all four 
cases both parties recognised that a professional boundary has to exist so as not to interfere 
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with the business at hand, or to create a divide between themselves and the rest of the 
School Council. 
2. Be open and transparent 
Very early on in her career as a Head, Eileen received some advice from a colleague: 
“There are four rules in being a Head and one of them is never keep anything from your 
Chair. I forget… the other ones!" (Eileen, Head of School 6). Eileen, along with the three 
other Heads participating in the study, has found that this practice is one that is worth 
keeping. All four Chairs expressed the trust they had in their Head because they knew that 
they would not keep anything from them. Their Head was open and transparent, and honest 
with the information that they would provide. As Margaret (Chair of School 6, Case 3) 
stated, “that sort of openness… gives rise to trust.” 
The Chairs described their respective Head as pragmatic with the information that he/she 
shared with them. However, each Head said that if in doubt, they would err on the side of 
caution and communicate with his/her Chair. Chris justifies this wisdom: he never wants the 
Chair, or Council, to “come back in a couple of years’ time and say… ‘you never told us 
about this.’” Each Head practised sharing with his/her Chair the good news as well as the 
bad, so a balanced and true picture of the school was portrayed: news about student 
achievements, staffing issues and concerns, occupational health and safety matters, 
parental complaints, etc.. Each Head would use his/her judgement as to the urgency of the 
issue. If it were a pressing issue he/she would ring the Chair, send a text or email. If it were 
not pressing he/she would share it at the next meeting with the Chair.  
The conversations the Head had with his/her Chair were different from the conversations 
and information that was shared with the rest of the Council. Each Chair believed that 
he/she had a role in providing the Head with a person "who is safe to talk to, who [they] 
can trust, respect and will just listen to you moan and groan, even if they don't actually 
have an outcome" (Margaret, Chair of School 6, Case 3). This meant that the Chair needed 
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to make time for his/her Head, to return calls, listen to the concerns and provide the 
necessary support. From the open conversations the two would work together to determine 
what needed to go to the rest of the Council. 
The trust between the Head and the Chair was of a level that the Chair could also be 
open and transparent with the Head, providing feedback to the Head, and even sharing 
confidences about Council room politics. In doing so the Chair knew that he/she had the 
confidence of the Head. 
3. Meet regularly 
Any relationship, be it personal or professional, needs time and effort to grow. Three of 
the four Heads participating in the study stated that they regularly meet with their Chair of 
Council. The fourth, Chris, regularly met but the level of trust is at a point that his Chair, 
Grant, no longer sees the need. 
The regularity, time and place of the meeting is dependent on the particular 
circumstances and needs of the Chair and Head. John and Mark meet once a week at the 
school. Ella and Nancy meet two or three times a month, usually off campus, often at a 
public bar for a lunch or dinner. Eileen and Margaret meet once a fortnight for breakfast, 
also off campus, although Margaret admits that she occasionally has to cancel, much to the 
annoyance of Eileen. Chris and Grant did practise meeting once a fortnight for a breakfast, 
but after four years, the two admit that they now hardly ever meet because Grant has 
significant trust in Chris "to just get on with it and do the job" (Grant, Chair of School 10, 
Case 4). Even though Chris and Grant rarely meet they do regularly speak or make contact 
via other means, usually by email. This is also the case for the Heads of Schools 9, 27 and 
6. In addition to the regular meeting John, Ella and Eileen will contact their Chair, or vice-
versa, by text, telephone or email. Eileen, for example, will speak to Margaret at least once 
a week either, by telephone or when Margaret is at the school for an event or function.  
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The purpose of the scheduled meeting is to provide a forum for the Head to brief the 
Chair on any matters of importance, to provide the Head with a listening ear, or to discuss 
strategy or the forthcoming Council meeting. More importantly, the purpose is to provide the 
opportunity for the relationship between the Head and Chair to grow. The Chair of each 
school realises the importance of being generous with their time and being accessible for 
the Head: "[I] make the time to be here [at the school], I mean, if he rings I talk with him 
straight away, or if he sends me an email or a text [I will respond] (Mark, Chair of School 9, 
Case 1). 
 
Summary  
 
The purpose of the research was to understand the development and maintenance of 
trust by school leaders operating in the transformational leadership construct. The study 
aimed to identify specific practices, or actions that highly trusted transformational leaders 
use to effectively inspire, build and maintain a relationship of trust with their staff and Chair 
of the governing body. In answering the question: what leadership practices contribute to 
the creation and maintenance of trust between a transformational school leader and their 
staff and Chair of the governing body, six assertions were made and presented in this 
Chapter: 
Assertion 1:  Trust is more closely linked to the practices of the Head rather than the 
context of the organization of the leader’s [Head’s] personal attributes 
Assertion 2:  Multiple practices were employed by the leader to engender the trust of 
their staff 
Assertion 3:  There were 10 practices most commonly evident in the Head-staff dyad: 
1. admit mistakes;  
2. offer trust to staff members; 
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3. actively listen; 
4. provide affirmation; 
5. make informed/consultative decisions.  
6. be visible around the school;  
7. remain calm and level-headed; 
8. mentor and coach staff; 
9. care for staff members; 
10. keep confidences. 
Assertion 4:  Trust and transformational leadership were inextricably linked 
Assertion 5:  An additional transformational leadership behaviour was identified not 
previously articulated in either the Bass or Podsakoff models: 
Transformational leaders make informed and consultative decisions 
Assertion 6:  There were three key practices most commonly evident in the Head-Chair 
dyad: 
1. develop a relationship; 
2. be open and transparent; 
3. meet regularly. 
 
In the final chapter the implications of those assertions are discussed and suggestions are 
made for further research.  
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Chapter 10 – Implications, limitations 
and further research   
Trust plays an essential role in promoting change. More specifically, it promotes greater 
ownership of change amongst staff (Bishop & Mulford, 1999). This study aimed to add to 
the current research into practices that a leader can display, which effectively inspire, build, 
and maintain trust in schools. Several previous studies have identified broad behaviours, 
either through a literature review or research (Chapter 2). However, the findings of those 
studies do not provide a transformational school leader of a large independent school with 
particularly helpful advice or direction to effectively establish and maintain trust between 
themselves and their and staff and Chair of the governing body. This study has sought to 
further understand trust in order to provide these leaders with specific practices with which 
they can effectively inspire, build and maintain trust to effect school improvement. 
For an effective study of the key practices of a trusted leader it was important to draw on 
a purposeful sample of cases, that is, cases based on their ability to provide the most 
relevant and useable information (Stake, 1995). The study therefore, was undertaken in two 
phases: Phase One was the identification of the four cases to be studied; that is, four highly 
trusted transformational leaders. Phase Two was a multicase study of those four highly 
trusted leaders. 
The four cases for Phase Two were selected on the basis of their ability to meet the 
selection criteria: transformational leaders, schools with a staff greater than 120 and open 
employment policy, and leaders who are highly trusted. To select those cases, 1252 staff 
and 19 Chairs across 19 independent schools from around Australia were surveyed using the 
Transformational Leadership Tool (TLM) (Podsakoff, et al. 1990) and the Organizational 
Trust Inventory (OTI) (Nyhan & Marlow, 1997).  
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Phase Two was a multicase study of the four schools selected. Data about the 
phenomenon being studied—the practices of highly trusted transformational leaders—was 
gathered by listening to 106 staff, Heads and Chairs; interviewed either individually or in 
focus groups. Data were also gathered by observing each Head’s daily interactions with 
staff. On occasions incidental evidence, such as email correspondence, was collected to 
further support assumptions. Finally, 235 staff across the four schools participated in 
confirmation surveys to validate the data gathered from each case. 
In answering the question: what leadership practices contribute to the creation and 
maintenance of trust between a transformational school leader and their staff and Chair of 
the governing body, six assertions were made. In this chapter implications for practice and 
the implications for theory of those assertions are discussed. Moreover, the limitations of the 
study are identified before presenting suggestions for further research into the phenomenon 
of trust. 
 
Implications for practice 
An analysis of Ofsted results in the UK completed by Barber et al. (2010) showed that for 
every 100 schools with good leaders, 93 will have good standards of student achievement; 
and for every 100 schools that do not have effective leadership, only one will have good 
standards of achievement. It has been argued in this thesis that good leadership means 
building trust. Certainly Kouzes and Posner (2003) affirmed this argument when they said 
“before people will be willing to follow a leader’s vision or act on a leader’s initiatives, they 
must trust their leader. This trust cannot be demanded. Leaders must earn it before they 
can expect their diverse constituents to accept and act upon their messages” (p. 110). 
Eileen (Case 3), the most trusted Head participating in the study, also supports that 
statement: 
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Talking about trust and integrity and the way you manage people is such an 
important thing.  I see so many Heads who I think are so focused on results in 
whatever way it means for them—whether it’s academic results or different sorts of 
things—and they don’t think about how they are going to try to get the best out of 
staff. The way they sometimes go about it seems to be so wrong and they get into 
such trouble.   
In my opinion, being admired and respected, which does not mean popularity, 
seems to me to be really critical and maybe trust is such a great word. If the staff 
trusts you how much easier your job becomes and if they think that you’re just 
focused on some bottom-line, whether it’s league tables or economic bottom-line or 
something else and that you don’t actually try to look after staff and get the best 
out of them: I just see so many people, so many heads, get it wrong (Eileen, Head 
of School 6).   
Data collected during Phase One and analysed in Chapter 4 showed that there is little 
correlation between a Head’s length of ‘tenure’ and ‘trust in the leader’ (r=.34). This finding 
suggests that leaders who are not well trusted do not necessarily become more trusted as 
time goes by. There is a likely disparity in what each of the leaders are doing that is 
impacting the level of trust in each school. However, it is quite possible that trust and tenure 
have an even more fragile connection than the current study revealed. Visually the 
correlation was illustrated in Figure 4.1 (Chapter 4, page 81). The trend line on the figure 
(linear) indicated an increasing level of trust over time. A cluster of trusted leaders (with the 
exception of School 12) appears between nine and 16 years but this is most likely a result of 
the contractual arrangements of independent school Heads and not length of tenure. Most 
Heads are contracted for five years with a further term, or terms, offered. It could be 
reasonably assumed that Heads who have had longer tenures are those who are competent 
in their roles and ‘trusted’ by their schools and therefore have had their contracts renewed. 
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Certainly the data set for Case 1 refuted the adage that trust grows and embeds over time; 
the level of trust John’s staff have in him was far higher than many other Heads who had 
been at their schools for a longer period of time. The fragile link between trust and tenure, 
coupled with the convincing evidence that trust and transformational leadership are 
inextricably linked (Assertions 3 and 4), as well as commentary from current literature, 
provides a convincing argument that a lack of trust would inhibit transformational change in 
a school. It is therefore important that school leaders develop behaviours and practices that 
engender, build and sustain trust rather than hoping that they will become more trusted as 
time goes by. 
Assertions 3 and 6, which articulate key trust engendering practices, should inform Heads 
who wish to develop and strengthen trust between themselves and their staff and their 
Chair of Council. Practical use of the findings could include the development of an appraisal 
tool for current and aspiring leaders. This tool could take the form of a survey not unlike 
Nyhan and Marlowe’s (1997) Organizational Trust Inventory (Appendix 2). Staff members 
could respond on a Likert scale to a number of items developed from the key practices 
identified in the study. For example: On a scale of one to seven, indicate how well you 
believe your Head listens to your concerns. The appraisal tool could be used to identify a 
Head’s strengths and weaknesses in relation to trust building practices and their 
transformational leadership style. The weaknesses would subsequently be addressed 
through professional development, strengthening the leader’s trust relationships with their 
staff and Chair, thus enabling transformational change to occur in the organization. The tool 
might have other applications such as in the selection of a new Head for a school. 
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Implications for theory 
The findings of this study provide a contribution to the theory of transformational 
leadership by postulating the existence of a behaviour not previously noted in the work of 
Podsakoff et al. (1990) or Bass (1985); that is, transformational leaders make informed and 
consultative decisions. Podsakoff et al. (1990)  and the prior work of Bass (1985) and Burns 
(1978) forms the basis of leadership assessment tools such as the Transformational 
Leadership Measurement tool (TLM), which was used in the study, and the more popular 
Multifactor Leadership Questionnaire (MLQ Form 5X). The later tool is available to leadership 
development programs in the education and corporate world. Bass’s original model was 
inclusive of the notion of trust in the leader did not consider, nor link the practice of decision 
making to either trust or transformational leadership. While Leithwood et al. (1998) 
extended the work of Bass into the context of education to include this practice it has not 
been considered in transformational leadership measurement tools available to researchers.  
While it is acknowledged that the current study is limited in its design—the context was 
leadership in independent schools—this finding does suggest that further research to 
strengthen the link between decision making practices, trust and transformational leadership 
style should be undertaken, as well as research into the potential integration of the 
constructs of distributed and transformational leadership styles. 
The current study is one of the few that has explored the trust relationship between a 
Head (or Chief Executive Officer) and their Chair of the governing body. Research into this 
relationship has only just begun emerging (Lecovich & Bar-Mor, 2007) and yet it is a vital 
relationship influencing the success, or otherwise, of improvement plans developed by 
governing bodies (Kakabadse, Kakabadse & Knyght 2010). To this point, the limited studies 
have focused more broadly on the relationship between the two and have not sought to 
identify specific practices that can be given as advice to Heads. The relationship between a 
Head and his/her Chair is a vital one. To not foster that relationship in an appropriate, 
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professional manner can be to the detriment of the Head’s employment. This study adds to 
the emerging literature in this field by researching the phenomenon of trust in the 
transformational leadership construct, identifying specific behaviours that strengthen the 
trust relationship between the Head and his/her Chair of the governing body. No other study 
identified has done this. In doing so, it also provides evidenced-based advice to independent 
school leaders who wish to strengthen the trust relationship between themselves and their 
Chair of the governing body. 
 
Limitations 
The focus of the study was on highly trusted leaders with data being gathered from the 
staff members who give trust. In each school there will have inevitably been dissenting 
voices, or pockets of people who did not trust the Head. The views of those staff members 
were not considered and may have provided a contrasting view on the Head’s practice. 
Equally, data from a school that had low levels of trust in the Head may have provided 
useful comparative insights. The assertions made could be further validated by applying the 
findings to a survey for staff members in a school with a poorly trusted Head to ascertain 
which practices are missing in his/her behaviour. This work may well be able to further 
refine the practices, highlighting those which have the greater impact on the phenomenon. 
However, a research design that incorporated the notion of low trust would have 
considerable ethical implications as discussed in Chapter 3. 
In any study by a sole researcher there is a potential for bias. This possibility was 
countered by administering the staff confirmation survey. That survey asked staff members 
to confirm the findings of the interviews and to provide additional comments thereby 
removing any potential bias on the part of the single researcher. 
A key focus of the study was to look for the commonalities of practice between each of 
the cases. Twenty one practices were identified in total. Five of those were common across 
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all four cases and another five were evident in three cases. The remaining 11 practices were 
evident in two cases, or were peculiar to one case. For the five practices evident in three 
cases, particular nuances of the fourth case were presented to support the assertion made 
but it is acknowledged that the evidence for those nuances was limited. For example, the 
practice of being visible was not identified in Case 2. This did not necessarily mean that Ella 
was not visible. The staff may have taken this behaviour for granted because it was just part 
of Ella’s natural disposition. More time to examine the differences between the cases was 
needed. 
 
Recommendations for further research 
The study aimed to answer the research question: What leadership practices contribute 
to the creation and maintenance of trust between a transformational school leader and their 
staff and Chair of the governing body? In doing so, it raised further questions that could 
form the basis for future research.  
Goleman (2000) suggests that leadership styles account for 70% of organizational 
climate. His comment was supported during Phase One of the study when a strong 
correlation (r=.83) was found between ‘trust in the leader’ and ‘trust in the organization.’ 
Put simply, the more the staff trust their Head, the greater the trust they have in their 
organization. This finding would suggest that it is the competency of the Head that 
contributes significantly to the culture of the organization, and therefore the presence of 
trust. It is not the school context that has a bearing on the development of trust as 
Tschannen-Moran (1998), and Yavas and Celik (2010) have previously concluded. Two 
schools (i.e., Schools 13 & 16) participating in Phase One of the research who returned very 
low levels of trust provided anecdotal comments to further support this suggestion.  
School 16 had the lowest level of organizational trust of all 19 schools that participated in 
Phase One of the research (2.74). The current Head had been in the role for 3.5 years when 
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the survey was administered. Trust in his leadership was scored at 11.51, low in comparison 
to other Heads. Prior to his appointment the school was led by a Head who had lost the 
trust of the staff and Chair of the governing body and as a result had had their contract 
terminated. Comments made by a senior member of staff at that school indicated that the 
actions of the Head, the way she communicated, made decisions and interacted with people 
gave the perception that no one was to be trusted unless proven trustworthy; trust was not 
extended automatically. In one instance the Head of the Junior School was not made aware 
of the planned expansion of the Junior School from two classes to three per grade level until 
two minutes prior to a public announcement; she was not trusted to be part of the decision. 
School 13 also reported a very low level of organizational trust (2.82). The current Head 
had only been at the school for one year at the time of the Phase One survey. She returned 
a leadership trust score of 7.17, the lowest of all the participating Heads. The Head took the 
opportunity to comment when she was provided the Phase One data report: 
I have only been in the school for three terms and took over from a principal who 
had been at the school for 21 years… It has been a command and control situation 
here. If you were to look at the organizational chart you would think that it was 
very flat but in actual fact it was one big, massive reporting in mechanism, so 
nobody did anything without the say so, and they all been disempowered at every 
level… This place there is a blame mentality, a displacement of responsibility, its 
everybody else’s problem, there is lots of chiefs and no Indians, everyone gets paid 
for what they [sic], not because they want to do it (Head of School 13). 
These two cases suggest that the previous leadership of Schools 13 and 16 has had 
lasting, and significant impact on the staff’s ability to trust the Head; even when a change in 
leadership has occurred. Further research is required to examine the detrimental impact of 
poor leadership practice to provide an understanding of how long it takes an organization to 
recover. A question worthy of further research is: If a Head employs the trust engendering 
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practices identified in the study how long will it take to re-establish the culture of trust 
needed for transformational change to occur? Another related question could be: Do Heads 
in low trust environments need to engage other trust building practices first before they can 
achieve a vision? One possible research design would be to examine the practices of the 
Head of School 13 or 16 and then undertake a longitudinal study, measuring the level of 
trust each year.  
There may be other contributing factors that impact or impede the development of trust 
in the leader. For example, the impact of change may have bearing on trust levels. The 
study did not take into consideration this possibility when selecting the four cases. The 
leadership behaviour of Heads in schools with low levels of trust could well include the 10 
key practices, but the resulting impact of strategic initiatives, or change may have a greater 
effect on trust. Research into trust and change is worthy of consideration with a potential 
question being: How can Heads lead through change: are there specific trust engendering 
practices that come into play in these circumstances?  
If trust is not dependent on personal attributes, as the study asserted, it can be logically 
contended that the practices that engender trust can be learned. Evidence to support this 
hypothesis was found in Case 3. Eileen, who was described as aloof and “who did not suffer 
fools”, had attended professional development to build her people skills. Whether that 
professional development improved the level of trust that staff had in her is not clear, but 
staff members did comment on the noticeable change in Eileen after she attended the 
course. The professional development enabled her to develop skills in areas including active 
listening and how to control her emotions (Margaret, Chair of School 6). Research could be 
undertaken to see if a leader can develop the skills which improve trust in his/her 
organization. 
Finally, Assertion 5 suggested the existence of a transformational leadership behaviour 
not considered by either Bass (1985) or Podsakoff (1990): Transformational leaders make 
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informed and consultative decisions. Evidence for the existence of this assertion was strong 
and indeed, it was articulated in the transformational leadership framework presented for 
the educational context by Leithwood et al.  It could be hypothesised that the practice 
would exist in other contexts, such as the corporate world, because there is a similarity in 
the roles between a CEO and the Head of an independent school. Further research to 
ascertain if the practices identified in this study exist in the behaviour of transformational 
leaders in other situations, such as the corporate world, should be conducted with the view 
of revising, or developing a new transformational leadership tool. 
 
Concluding comments 
Politicians operate in a political economy where the currency is the vote. The corporate 
sector operates in a commercial economy where the currency is the dollar. Heads of schools 
operate in the people economy where the currency is trust. 
The topic of trust is both intriguing and elusive. The concept is hard to define but we 
certainly know when it is missing. Baier (1986) noted “we notice trust as we notice air, only 
when it becomes scarce or polluted” (p. 234) but it is the lubricant that enables a leader to 
bring about transformational change. Bryk and Schneider (2002) discovered this when they 
concluded that schools which reported strong trust levels were three times more likely to be 
categorised as improving in reading and mathematics than those with very weak trust levels. 
Barber et al. (2010) showed that good leadership has a positive impact on student 
achievement. This study added to this literature by identifying specific trust engendering 
practices of highly trusted transformational leaders that enhance a culture of trust in a 
school. It also makes a significant contribution to the theory of transformational leadership 
and the research into the Head-Chair trust dyad. 
If schools are to adapt to an ever-changing world, they must have effective 
transformational leadership. Without it our students will not be afforded the educational 
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opportunities to prepare them for tomorrow’s living. Understanding how trust can be 
generated will give rise to brave new possibilities for our schools.   
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Appendix 1: Transformation leadership 
measurement tool (TLM) 
 
Scale 
1 2 3 4 5 6 7 
Strongly 
Disagree 
  Neither 
agree nor 
disagree 
  Strongly 
Agree 
 
 
Items 
1. Shows us that he/she expects a lot from us 
2. Acts without considering my feelings (reverse coded) 
3. Paints an interesting picture of the future for our group 
4. Leads by “doing”, rather than simply by “telling” 
5. Shows respect for my personal feelings 
6. Provides a good role model for me to follow 
7. Behaves in a manner thoughtful of my personal needs 
8. Insists on only the best performance 
9. Treats me without considering my personal feelings (reverse coded) 
10. Has a clear understanding of where we are going 
11. Will not settle for second best 
12. Fosters collaboration among work groups 
13. Inspires others with his/her plans for the future 
14. Challenges me to think about old problems in new ways 
15. Is able to get others committed to his/her dream 
16. Asks questions that prompt me to think 
17. Encourages employees to be “team players” 
18. Has stimulated me to rethink the way I do things 
19. Is always seeking new opportunities for the organization 
20. Gets the group to work together for the same goal 
21. Leads by example 
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22. Has ideas that have challenged me to re-examine some basic assumptions about my 
work 
23. Develops a team attitude and spirit among employees 
 
Podsakoff et al. (1990, p. 118-119) 
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Appendix 2: Organizational trust 
inventory (OTI) scale 
Scale 
 
Items 
After reading the statement, select the rating from the scale that is closest to your opinion. 
1. My level of confidence that our Head is technically competent at the critical elements 
of his or her job is: 
2. My level of confidence that our Head will make well thought out decisions about his 
or her job is: 
3. My level of confidence that our Head will follow through on assignments is: 
4. My level of confidence that our Head has an acceptable level of understanding of 
his/her job is: 
5. My level of confidence that our Head will be able to do his or her job in an 
acceptable manner is: 
6. When our Head tells me something, my level of confidence that I can rely on what 
they tell me is: 
7. My confidence in our Head to do the job without causing other problems is: 
8. My level of confidence that our Head will think through what he or she is doing on 
the job is: 
Each of the following statements refer to your school: 
9. My level of confidence that this organization will treat me fairly is: 
10. The level of trust between supervisors and workers in this organization is:  
11. The level of trust among people I work with on a regular basis is: 
12. The degree to which we can depend on each other in this organization is: 
(Nyhan & Marlowe, 1997, p. 630) 
1 2 3 4 5 6 7 
Nearly zero Very low Low 50-50 High Very high Nearly 100% 
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Appendix 3: School profile survey 
1. Name of School 
2. In which suburb or town is the school located? 
3. Is the school co-educational or single sex? 
4. Does the school have boarding? 
5. Is the school Junior and Secondary or only secondary? 
6. Is the school affiliated with a ‘parent’ organization, e.g. is it owned by a Church? 
7. If yes, which denomination or organization? 
8. How many permanent staff do the school employ (expressed as a Head count and 
not FTE)? 
9. Which best fits the p.a. fee category of your school for a Year 12 student? 
a) Less than $3000 
b) $3000- $5000 
c) $5000- $10,000 
d) $10,000 - $15,000 
e) $15,000 - $20,000 
f) More than $20,000 
10. Does your school have a strategic plan? 
11. What is your current vision statement? 
12. Do you communicate regularly with your Chair of the governing body? If so, which 
best fits your communication pattern? (Communication includes meeting with the 
Chair). 
a) Never 
b) Once a Month 
c) Twice a month 
d) Three times a month 
e) Every week 
f) More than once a week 
13. How long has your tenure been at this school? 
14. How long have you been a Head?  
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Appendix 4: Sample interview structure 
and questions   
The following sample interview design was used both for the focus group interviews with 
staff: 
Stage 1:  Introduction - introducing the researcher, his background, and personal story 
Stage 2:  Purpose of the interview - "for you to tell me stories of the times that your Head 
inspired your trust."  
    Ask participants what they understand trust to be. 
Present the definition of trust - Trust is a willingness to depend on another party 
as well as an expectation that the other party will reciprocate if one cooperates 
(Mayer & et al., 1995). 
"does this definition of trust fit your understanding of the concept?" 
Stage 3:  Questioning - sample questions included: 
"Describe an occasion when your Head did something that you admired and 
gave you confidence in him/her." 
"Has that action been important to other people in the group? Why/why not?" 
"What do you value about your Head? How are those values expressed by your 
Head?5 Be specific, describing actual actions or deeds that he/she has 
demonstrated." 
 
 
 
                                            
 
5 Goleman (1998) says that trustworthiness is connected to concern for others. “Trust is typically 
broken by being overly ambitious, too ready to get ahead at the expense of other people. 
Trustworthiness is built when there is a genuine concern for others” (Goleman, 1998, p. 41). Goleman 
states that people with trustworthiness: 
1. “Act ethically and are above reproach 
2. Build trust through their reliability and authenticity 
3. Admit their own mistakes and confront unethical actions in others  
4. Take tough, principled stands even if they are unpopular” (Goleman, 1998, p. 89-
90). 
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Stage 4:  Conclusion and analysis - condense and interpret the meaning of what the 
interviewees describe, asking for confirmation by the group to validate what has 
been said and heard (Kvale and Brinkmann, 2009). 
 
 
Interview proforma with the Head 
1. What was your reaction to the feedback about you being a trusted leader? 
2. What is your vision for this school? 
3. What do you focus your energies on; i.e. what is most important to you when 
leading this school? 
4. Do you consider trust when interacting with your staff/chair? Can you describe what 
that looks like? 
5. Have you introduced any major changes in the school during your tenure? When and 
describe them. 
6. You have been at the school for x years. Do you know anything of the previous 
Head’s leadership style or history of the school’s culture? 
7. Tell me about your relationship with your Chair. 
8. What does your school define as being good governance? 
 
Interview proforma with the Chair 
1. How long have you been Chair of the School’s Council/Board? 
2. What governance framework do you work under—what is the role of the Council at 
this school? 
3. How regularly do you meet/talk with the Head? 
4. What issues do you talk about? 
5. How would you describe your relationship with the Head? 
6. Why do you trust the Head? What does he/she specifically do/say that has inspired 
you to trust him/her? 
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Appendix 5: Data for all schools participating in phase one  
 
 
 
Total 
staff 
respondents Response 
rate 
Level of 
confidence 
Transformational 
leadership score 
Trust in the 
leader score 
Trust in the 
organization score 
Total trust 
score 
Tenure of 
the Head 
School 13 200 72 36.00% 95% +/- 9.2% 6.91 7.17 2.82 9.99 1 
School 12 430 132 30.70% 95% +/- 7.1% 5.33 9.23 3.37 12.60 15 
School 1 120 44 36.67% 95% +/- 11.8% 5.81 9.61 3.87 13.48 5 
School 16 196 69 35.20% 95% +/- 9.5% 8.28 11.51 2.74 14.25 3.5 
School 2 155 60 38.71% 95% +/- 9.9% 7.66 13.92 5.77 19.69 10 
School 21 260 73 28.08% 95% +/- 9.7% 8.74 15.29 4.30 19.59 9 
School 17 152 73 48.03% 95% +/- 8.3% 9.35 15.41 5.59 21.00 10.5 
School 14 210 47 22.38% 95% +/- 12.6% 8.94 15.64 5.49 21.13 10 
School 23 240 61 25.42% 95% +/- 10.8% 12.55 17.01 7.69 24.70 11 
School 22  260 43 16.54% 95% +/- 13.7% 10.85 17.24 5.94 22.18 1 
School 4 160 69 43.13% 95% +/- 8.9% 10.58 17.12 6.01 23.13 4 
School 8 305 44 14.43% 95% +/- 13.7% 11.54 17.31 6.51 23.82 12 
School 9 170 54 31.76% 95% +/- 11% 10.79 17.90 3.89 21.79 1 
School 3 120 96 80.00% 95% +/- 4.5% 10.41 18.14 7.57 25.71 14 
School 27 190 78 41.05% 95% +/- 8.5% 10.49 18.44 6.22 24.66 10 
School 11 135 59 43.70% 95% +/- 9.6% 11.39 19.10 8.33 27.43 5 
School 19 130 36 27.69% 95% +/- 13.9% 11.87 19.37 6.81 26.18 13 
School 10 207 59 28.50% 95% +/- 10.8% 12.75 19.58 7.24 26.82 13 
School 6 140 74 52.86% 95% +/- 7.8% 12.79 20.88 7.61 28.49 16 
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Appendix 6: Confirmation survey data 
 
Case 1 
 
 
 
 
 
 
 
Below are a number of behaviours that I identified in my interviews with staff. If you have seen [John] display the behaviour 
please rate it in terms of value to you when deciding to put your trust in him. If you have not seen the behaviour please do 
not rate that statement but go onto the following statement. 
Answer Options 
Have seen it 
but it isn't that 
important to 
me 
This is of 
some value 
to me 
I highly value 
this in terms of 
my trust in 
[John] 
Rating 
Average 
Response 
Count 
Is visible around the school—modelling and 
reinforcing behaviours and expectations of 
students and staff; 
0 5 51 1.91 56 
Openly admits mistakes; 1 9 35 1.76 45 
Remains calm and level-headed; 0 4 51 1.93 55 
Gets his hands dirty—with the menial tasks like 
picking up litter or stacking the chairs; 
1 13 35 1.69 49 
Is transparent in communication—providing the 
background and reasons for decisions made; 
0 7 46 1.87 53 
Seeks advice and input from the staff to help 
make decisions; 
0 10 38 1.79 48 
Provides clear expectations; 0 9 44 1.83 53 
Offers trust to staff; 1 8 37 1.78 46 
Mentors and coaches staff—by  providing advice 
and offering critical feedback and support for 
professional development; 
0 9 33 1.79 42 
Actively listens—seeking to really understand the 
issues; 
0 4 47 1.92 51 
Cares for staff—by  taking a personal interest in 
people’s lives, offering practical assistance when 
needed and keeping confidences; 
1 9 41 1.78 51 
Provides affirmation when appropriate; 0 11 37 1.77 48 
Makes decisions and follows through on those 
decisions promptly; 
0 7 40 1.85 47 
answered question 58 
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Case 2 
Below are a number of behaviours that I identified in my interviews with staff. If you have seen [Ella] display the 
behaviour please rate it in terms of the value to you when deciding to put your trust in her. If you have not seen 
the behaviour please do not rate that statement but go onto the following statement. 
Answer Options 
Have seen 
it but it 
isn't that 
important 
to me 
This is of 
some 
value to 
me 
I highly 
value this 
in terms 
of my 
trust in 
[Ella] 
Rating 
Average 
Response 
Count 
Always remains calm and level-headed; 0 9 38 1.81 47 
Represents the school well; 1 4 47 1.88 52 
Openly admits mistakes and shortcomings; 0 5 18 1.78 23 
Works very hard (including attendance at school 
functions and promptly responding to emails); 
0 7 42 1.86 49 
No favourites policy—treats everyone fairly; 0 5 29 1.85 34 
Is transparent in communication (of decisions); 0 5 26 1.84 31 
Provides clear expectations; 0 3 45 1.94 48 
Offers trust to staff; 0 5 34 1.87 39 
Supports staff professionally and defends them when 
necessary; 
0 1 41 1.98 42 
Mentors and coaches staff; 0 8 28 1.78 36 
Actively listens; 0 5 38 1.88 43 
Provides affirmation; 0 9 29 1.76 38 
Keeps confidences; 0 1 36 1.97 37 
Very well read; 3 3 41 1.81 47 
Makes informed, and sometimes difficult decisions; 0 3 46 1.94 49 
answered question 52 
Case 3 
Below are a number of behaviours that I identified in my interviews with staff. If you have seen [Eileen] display 
the behaviour please rate it in terms of the value to you when deciding to put your trust in her. If you have not 
seen the behaviour please do not rate that statement but go onto the following statement. 
Answer Options 
Have seen it 
but it isn't 
that 
important to 
me 
This is of 
some 
value to 
me 
I highly 
value this 
in terms 
of my 
trust in 
[Eileen] 
Rating 
Average 
Response 
Count 
Is visible around the school; 3 20 38 1.57 61 
Openly admits mistakes; 3 8 51 1.77 62 
Always remains calm and level-headed 
(predictable and consistent); 
0 5 57 1.92 62 
True to her word (says what she means); 0 5 61 1.92 66 
Is very reflective; 0 11 54 1.83 65 
Values advice and input from staff (consults with 
staff); 
0 6 56 1.90 62 
Offers trust to staff (to do their job); 0 4 58 1.94 62 
Actively listens; 0 6 56 1.90 62 
Cares for staff; 0 6 57 1.90 63 
Provides affirmation; 1 7 45 1.83 53 
Keeps confidences; 1 3 47 1.90 51 
Makes decisions and follows through with those 
decisions promptly 
0 3 59 1.95 62 
answered question 66 
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Case 4 
  
Below are a number of behaviours that I identified in my interviews with staff. If you have seen [Chris] display the 
behaviour please rate it in terms of the value to you when deciding to put your trust in him. If you have not seen the 
behaviour please do not rate that statement but go onto the following statement. 
Answer Options 
Have seen it 
but it isn't 
that 
important to 
me 
This is of some 
value to me 
I highly 
value this in 
terms of my 
trust in 
[Chris] 
Rating 
Average 
Response 
Count 
Well read (very knowledgeable) 2 17 36 1.62 55 
Very visible around the school 0 6 51 1.89 57 
Openly admits mistakes 1 5 37 1.84 43 
Works very hard (always prepared) 0 8 48 1.86 56 
Offers trust to staff 0 8 48 1.86 56 
Mentors and coaches staff 2 11 29 1.64 42 
Actively listens 0 2 56 1.97 58 
Cares for staff (people) 1 1 55 1.95 57 
Provides affirmation 1 5 49 1.87 55 
Keeps confidences 0 0 49 2.00 49 
Makes decisions after considering people's views 0 3 45 1.94 48 
answered question 59 
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